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June 1970 ~ May 1973

The in-service sessions of Project Secondary English were designed to enable
6 secondary English teachers (7-12) to develop better understandings and com-
eténciee to teach disadvantaged, low achieving students. Teachers received course
edit for these in-service sessions through tinthrop Collepe, Rock Hill, South
arolina: however, half of these sessions were held at the Region v Bducational

services Center in Lancaster, South Carolina. Teachers were all admitted into

tiinthrop's Graduate gchool and had to fulf111 all their requirements before becom

ing participants in the program.

One of the greatest needs identified by school. personnel in Region V, a six
county area of upper South Carolina, 1g relevant English programs for disadvantaged,
low achieving students. In Project Secondary English the terw "digad:antaged”
refers to that student who has difficulty achieving in school because of his back-

ground which may include such deterrents as a jack of certain vital experiences to

jearning, economic deprivation, and other related factors.

Project Secondary English students were initially to be selected from that group

achieving two or more grade levels below prade placement; however, in practice,
project students tended to have wmuch more retardation in grade level achievement.
In 1971, onc 7th grade experimental gioup had Pre-test Reading scores ranping from
2.0 to 5.3: one 3th prade @roup, 2.2 to 8.5; one 9th prade class, 3.3 to 11.3; one
10:h grade group 2.0 to 7.6; one 1lth grade group, 3.1 to 11.3; and one 12th grade
group, 3.5 to 13.3.

gtudents selected were generally those who had never been successful in school,
 displayed low 1evels of reading achievement, could not write or speak standard
English but were expressive in their own dialects, expressed a dislike for Fnglieh,

did not follow directions or 1isten efficiently, and were not well received in school.
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They found it difficult to adjust and work in an informal class organization
just as they foupd it impossible to work in a formal class organization.
A lack of relevant programs has discouraged vital learning experiences for
all students, but the group most harmed by irrelevant school proprams has been
the disadvantaged learner. Project staff feels that the two most basic needs of
students are (1) a curriculum responsive to the interests, concerns, and the
ebilitics of students and (2) interested, competent teachers. ("Yes, Students,
You Can," an article giving an overview of project goals is attached in Appondix A.)
Prior to the in-service sessions, project coordinator researched the field
of educating the disadvantaged, first going to the works of the sociologists, Frank
Riessman, Allen Ornstein, and Miriam Goldberg, and cultural anthropologist, Norman
Greenberg. (A representative article of materials read by teachers is included
in Appendix B.) Thc following materials were used as resource materials in study-
ing cducating thz disadvantaged student:

“Adapting Teacher Style to Pupil Differences: Teachers for Disadvantaged
Children," Miriam Goldberg.

“Cultural Styles of the Disadvantaged" from Lesrning Together, Frank Riessman.
“Teachers of the Poor: A Five Point Flan," Frank Riessman.

“"Tachniques and Fundamentals for Tcaching the Disadvantaged," Allen C. Ormstein.
“The Culturally Disadvantaged and Tcacher Education," Vernon F. Haubrick.

The Disadvantaped: Toward A Contact Curriculum, Mario Fantini and Gerald
“leinstein.,

Developing Propgrams for the Educationally Disadvantaped, A. Harry Passow.

The Disadvantapged Child, Joe Frost and Glenn Hawkes.

The Disadvantaged Learner: Knowing, Understanding, Educating, eod. Staten

Uicbster, San Francisco: Chandler Publishing Company, 1966.

Teaching the Disadvantaged, Joseph O. Sorctan and Shelley Umans, New York:
Teachers Collepge Press, Columbia University, 1966.

Pygmalion in the Classroom, Rober: Rosenthal and Lenore Jacobson, Hew York:
olt, Rinchart & Winston, 1968.
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In two sassions, Dr. Norman Greenbere concentrated on the important understand-

inps and sensitivities that teachers necd to work with this student group:

1) to move away from othnocentrism, the belicf that your reality is
the only one, your attitude and your ethics is “1¢."* The accident
of the culture in which vou'rc born tends to put upon you the values
you havc, tends to rcpulate the way you sce things happen.

2) to reccopnize that the values placed on various achieverents (achool, for :
instance) and the kinds of work and life to which students aspire are
often detarmined by their culture.

3) to be aware ofsthc cthnic proup rembership of students and how much
this membership shapes the students' imape of thomselves and of the , “
world and how much language reflects culturc.

4) to recognize that native potential intelligence 1s unmeasurab) : and that
tasts measure lcarnmed behavior, which results from mot only th student's
native ability but also from total experience. Many intellectual abilities
are not measured by existing intellipence tests.

5) to study language within culture as a tool.

6) to structurc circumstances so certain words will be used, necessarily,
to evoke cortain rasponse. Repetition of appropriate wotrds is valuable.

He further cormented on how reading and writing are relevant and irreclevant in
our culture and on how people succeed without reading and writing. Be urged that
tcachors become relativists; however, in his opinion, they are generally absolutists.
Pelativism does not mean “anything goes' but rather that man has ways of mceting
his social, physical, and moral nceds and the ways he does this are relative to his
setting.

Teachers arc expectad to “"mould little kiddies into big kiddies" and to train
them to be 14" adults think they ought to be. Teachers are paid by systems that
expect conformity. Most pcople ave absolutists about education; education is creat-
ing, openncss in the human mind so that it can question what has come before. We
cannot bepin to learn until we can unlearn and relecarmm.

Puring a three week summer in-gservice 1970, appropriate curriculums for the
disadvantaged, low achievine student vere studied. Books of those cespousing new

wavs of working with these students were read. James Moffett's A Stvdent Centered

Curriculum was used as a spring board for plarnine curriculum. The following books

o were read and discussed by different participants:

.
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Daniel Fader and Elton !cNeil, Hooked on Books

Davil Holbrook, English for the Rejected

Hertert Kohl, 36 Children

Sunny Decker, An Empty 8:oow

James Herndon, The Way it Spozed To Be

Jonathan Kozol, Death At An Early Age

Herbert Kohl, Teaching the Unteachable

Herbert Kohl, The Cpen Classzoom

Herbert Kohl, What Do I Do On_ lionday?

George Dennison, The Lives of Children

Robert Coles, The Children of Crisis

Rosenthnl and Jacobson, Pyrmalion in the Classroom

Joseph, Stephen, The Me Nooody Knows

Nat llentoff, Our Childven Are Dying

James Herndon, How To Survive in Your Native Land

Neil Postman and Charles Veingartner, Teaching As A Subvexsive
Activity

Muriel Crosby and Richard Corbin, Language Programs for the
Disadvantaged

Edward Hall, The Silent Language

Stephen Dunning, Teaching Literature to Adolescents

Kenneth Johnson, Teaching Cultural Digadvantaged Pupils

Fdvard Fagan, English and the Disadvantaged

Helen F. Storen, The Disadvantaged Early Adolescent:
More Effective Teachinp

Charles Silberman, Crisis in the Classroom

Hilda Taba and DeborahEiY:i.s, Teaching Strategies for the
Culturally Disodvantaged

Roger Shuy, Discovering American Dialects

Walter Loban, et al, Te:sching Lanpuage and Literature

Rodney Smith, Creativity in the Enplish Propram

Herbert Muller, The Use3 of English

tiargaret Langdon, Let tae Children Write

Louise Posenblatt, Literature as Exploration

James Squire, Regpongse to Literature

Participants designed a thematic unit to be used in their project classes as’'a part
of this in-sirvice. In these units, a general overview describing the unit theme and
the students for whom the unit was intended was done. Concepts to be treated and a list
of skills to be practiced or learmed in the urit werc listed. Specific teaching objec-
tives and materials to implement them we:e delineated. Unit included selections from
at least two genres, some material on language study (dialects, usage, semantics, etc.)
and some experiences in reading, writing, speaking, and listening. (A sample unit is
included in Appendix C.) Some class act:ivities, individual activities, some dramatic
activities, and some teacher use of media (films, tapes, slides, recordings, newspapers,

etc., collages, 8mm movies) werc provided in units.

(818
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Duéing a "Methods and Materials" in-sexvice workshop in summer 1970, participante
researched ideas for teaching various components of English to disadvantaged students.
Thesc papers were incorporated into a booklet. (This booklet is included in Appendix C.)

The following topics were included:

Tolerance and Pride: Dialect Study

Composition

On Rescarching Usage, Specifically, “Teaching Standard Usage to
the Non-User, For Whatever Reason He May Be That"

Oral Approack to Teaching of English

Tcaching Poatry to the Disadvantaged Junior High School Student

Correlating Black Poems in An Adolescent Literature Program for the
Disadvantaged

Black Literature (Short Stories) in the Secondary School

Reading--the Key to Knowledge - -~ A Program for the Culturally
Diffcrent

Teaching Adolescent Literature (the Novel)

Another aspect of this workshop was the viecwing of films which were appropriate

for students. Films viewed included
Soldier
Tho Pod _Talloon
No Reason To Stay
Story of tly Life (llumphrey and Baldwin)
The Golden Fish
Dream of Wild Horses
Occurrence at Owl Creck Bridpe
Neiphbors
Rainshower
Leaf
End of Summer
Eye of the Beholder
The _llangman
Dr. Heldcgger's Experiment
The Lottery

Consultants who specialized in the teaching of poetry and the use of dramatic
activities spoke in one Jav seminars during this workshop. Dr. Tom Walters, a published
poct, commented on how students could be motivated to write poetry after listening to
current recors and after vicwing movies. He has had much success with students writing
poetry based on movies, in fact, he has published a book of poems based on movies. He
urged the usc of contemporary poetry in the English classroom rather than the classic

selections. Dr. G. Melvin Lipps involved participants in role-playing and other dramatic
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activities suggesting dramatic situations which might emerge from literature or which
might be structured for class. A\ E-i~ich ‘Dramatic filmn with Dorothy Hdeathcothe was
used in the session,

Project participants felt that one of their most critical needs was in tecaching
reading to disadvantaged, low achieviny students. In Fall 1970, under Dr. Wanda Breed-
love's direction, tcache:s participaced ia 1U ses:lons of thrce houcs length devoted
to such topics as

Diagnostic testing for the secondary school
Assembling homemade reading-guidance kits

Readability formulas

Teaching directed reading legsons

Linguistic indications of readiness

Vhy the student resds

thhen and where he reads

“hat he can read

What he does read

Hov he rcads

that his strengths end difficulties are

What his reading potentiality or capacity for learning to read is
What, if anything, is preventing him from attaining it
Comprchensive appraisal procedures:

1. obtaining from school recoxis, interviews, and other
dependable sovices, personsl data about the student's develop~
ment and his attitudes, intcrests, and pevsonal relatioms.

2. sccuring from tests objective information, checked by observa-
tion, on probable capacity to learn.

3. finding out, through standardized tests, informal tests, and
obrervations of the learner in various situations, how well
he reads orally and silently, and his strengths and weaknesses
in different kinds of reading.

4, analyzin>, when indicated, specific parts of the reading
process such as word recognition, comprehension, voecabulary,
fluency, appreciation, etc.

5. obtaining cluce to conditions that may be blocking his progress
in learning to reed.,

6. formulating on the basis of all the data collected and interprctc
hypotheses as to the naturc of the reading problen.

7. following through on the most plausible hypothesis withe
recommendations for remediation or continued growth in rcading
achicvement.

Methods of individualizing instruction

Evaluating the individual student

Specific perceptual-motor skills as delineated by Vallett

Pow to carry out developmental reading instructions in a general
class with different reading levels; how to work with word
attack skills, comprchension, critical reading, and sight words

What to do with the non-readeor

Chocklisting classroon observations of pupils' reading

Graded Vord Lists: OQuick Gauge of Rcading Ability

7




Project staff, consultants and coordinator, felt chat additional in-sexvice was
nceded in diagnosing and remediating reading problems. During 1971-72 academic year,
Dr. Charles Matthews of Chapcl Hill (UNC), worked with participants in ton in-service
sessions of three héurs length. Participants were relecased from schoo. Lo attend these
secsione as in the other in-service sessions. Initially, each particijpant sclected a
student whose reading needs could be diagnosed through a variety of instruments. Partici-
pants were encouraged to select a student who cculd succced and one whom there was some 5
chance of working with out of the classroom (study period, homeroom, etc.). Teacher's
cffort would be concentrated on teaching this student to read better. (Elizabeth
Rivers' description of her work with a project student is included in Appendix D. It
deals succirctly with her total appraisal of student.)

Dr. Matthews used parts of two sessions to demomstrate the giving of the Slosson
test and the Gray Oral Reading test and discussed other types of appiopriate tests as
well,

Tv:o scasions were used to visit five project classrooms. Teachers had planncd
reading skills lessons with differing emphases for visitors.

A. Dr. Matthcws cmphasized the value of the following in doing a rcading

diagnosis:

1) a good hard look at the student, and, if possible, a talk with parents.

2) rccords dome prior to the student's being in this class as well as
current records,

3) importance of dctorminint the rature of the reading Cap. Citcd Bond and
Tinker's "cading Expectancy Formula: 2 MA & CA= REL
All MA, CA, REL to be shovn in months. 3
This formula sots onc level. Other levels can be derived from IQ and
achievement tests

B. Other areas to consider in determining reading cexpectancy level are!

1) growth and development of student to this point
2) problems now in student's history

3) fanily emotional problems

4) ecducational cxperiences of student
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C. Vision Skills- . ‘<.
visual acuity, discrimination, and visual memory.
D. Hearing Skilla:
auditory acuity, auditory discrimination, and euditory memory.

E. Reading Expcctancy Formula:

reading potential
rcading achievement

If therc 1s a gap, an individual can then be given an informal reading
inventory. Silvaroli, Durrell, and Gray have good omes.

To summarizc, teacher must detexmine whether there is a reading problem by looking
at the differcnce betwecn rcading ability and aptitude. Then, teacher decides whether
cmotionality causcs the reading problem or the reading problem causcs emotionality.
When there 1s a gap between what student can read and what he is capable of\:eading,

there is a gap. Reading skills section of A Clockwork English synthesizes the learning:s

from both reading seminars.

Project staff, participants, coordinator, and consultants expressed a uced fer in-
service scssions focusing on literature for adolescents; therefore, a three-woek
sumer session was held in June 1671 using literature uritten either expressly for
adoloscents and/or for edults but with adoiescent appeal. The purpose of inciuding
both types was to study literaturc appropriate for diverse groups of high school students
in intcrests, ability, and maturity. The project staff recognized that teachers ncad
to become knowledgcable about books that students can reallx,read and comprehend and
that have characters, situation, and idcas they can relate to. They further recognize
that students can cxamine human cxpericnces only when they cen and will read the
books selected for them. Thesa sessions included an cmphasis on Black Literature and
Poctry for adolescents.

Dr. Geraldine Lalocque concentrated on literature written cspecially for adolescent

Her philosophy about this literature is articulated in an article which is attached in
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Appendix E. Prior to the workshop, Dr. LaRocque sent a 1ist of novels to be ordered for
participants to read before the session. These books were used:

Light in the Forest, Conrad Richter
Witch of Blackbird Pond, Elizabeth Speare
The Figman, Paul Zindel

‘The Innocent Wayfaring, Marchette Chute
Shadov of a Bull, Maia Wojciechowska
Journey with Jonah, ladeleine D'Lengle
The Chosen, Chaim Potok

The Cool World, Varren Miller

Dave's Song, Robert licKay

Red Sky At Morning, Richard Bradford
Animal Farm, ~eorge Orwell

A Clockwork English incorporates a list of adolescent books recommended and many of

Dr. LaRocque's ideas for teaching the books. A number of films were used in conjunction
with this Iin-scrvice:

Animal Farm

MAn Yccurrence at Owl Creek Bridge

The Short Story Showcase films: Bartleby the Scrivener
14y O0ld Man

Lottery
Individualized Rcading
A Light in the Forest (filmstrip)

Dr. Pearl Thomas and Dr. Carolyn Jones served as consultants for a Nlack Literature
Seminar. Participants rcad the following books in preparation for this part of the
summer scssiont

The Rlack American Writer, Vol. I, II, C., W. E. Bigsby
American Negro Short Stories, cd. John I. Clarke

Jazz Country, Nat Hentoff

Sounder, William Armstrong

1 Am The Darker Brother, Arnold Adoff

Dr. Carolyn Jones scrved as a comsultant for two days. 7o her, black literature
meéns literature of any black anywhere, Africa, Jamaica, or Trinidad. In the United
States, negro and black are imterchamgeable to many. Sometimes we use negro when ve
refer to older body of literature, and black for the ‘‘now" stuff.

Mrs. Jones supgestad that a teacher start with the cmotional reaction when working
with a picce of black literature; for example, the questcion ‘"What doecs this pocm mean
in the lives of black Americans?" Winston Churchill quoted from Claude licKay's "If

We Must Dic™ whicﬁ was triggered by a massive slaughter of black people in Chicago.

/0
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The record (Folkways, "Anthology of Negro Poets') would be valuable to a teacher;
don't get a record read by Langston Hughes other than “Weary Blues.” 0Ossie Davis and
Ruby Dee (Cacdmon TC1272) have donc a record “The Poetry of Langston Hughes" which is
great.

In pointing ocut suitable black literature for high school students, Mrs. Jones
stated that students didn't really enjoy Phyllia Yheatley (1760-1880), but perhaps
Jupiter Hammon and Lucy Terry. The slave narratives may work all raight: Julius Lester

should be read first. Nis "To Be A Slave" 1ic a "must.' The Narrative of a Fugitive Slavc

by Frederick Douglass could be excerpted for classroom use. Others which might be

sclected arc Captain of the Planter (Dorothy Sterling) and Harriet Tubman (Anne Potry).

The period after the Civil War produced Paul Laurence Dunbar who had trouble
capturing negro dialect. He wrote in a period when dialect was popular (1ike Jemes

Whitcomb Rilcy). A teacher might put Charles Chesnutt's Folk Tales with Joel Chandler

Harris's “Uncle Remus' stories. (The Atlantic Monthly published Chesnutt's storics a

long time before realizing that he was negro.) ™“Po' Sandy™" and “The Goophcred Grape
Vine! arc suitable storics for classroom use.

She cited Darwin Turner's Black American Literaturc series as a good text. W.E.B.

DuBois‘s Souls of Black Folk is probatly too difficult for students but teachers

stould read it. Suggestion: look at thc pocm “"Booker T and WEB" (Dudley Randall)
for some intercstin;: comparisors of the two men.

Up From Clavery probably wouldn't go over too well with today's student. Pasgsages

from Autobiqg;éﬁhy of 1lalcolm X could be used, but not whole book. Harlem USA by

Sterlina Brown is good.
She discussed the Harlem Renaissance betwaen 1920 and 1930. There was a great
surge into Harlem by whitco and blacks in search of the exotic. Claude

McKay, Lanpston Hughes, and Countee Cullen were outstanding contributors. The Blacker

the Berry by ‘“Talter Thurmond is not suitable for studonts.

i
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Sclcetione mentioned for classroom use were:

Ted Poston

Countee Cullen

Zora Neal lurston
Langston Hughes

Arna Bontemps

Richerd Vright

Drama for junior highs

Frank Yerty

anne Petry

Ralph Fllison

Don L. Lee (poet)
Micki Giovanni

John Williams

Black on Elack (Macmillan)
“"The Battl.: of the Evil Fairies"
"Rat Joymner"

"The Lost Zoo" (junior highs)
“Incidente"

"Under the Mistletoe"

“'Sweat"

Jesse B. Simple stories, et al.

*A Svmmer Tragedy"
(use with Ethan Frome)

"Black Thunder"
(use with Confessions of Nat Turmer)

Native Son
Black Boy (selections from this)
'Song of the Son"

Five on the Black Hand Side, Charles
Russell

Take A Giant Step, Peterson

A kailsin iu the Sun, Hansbury

Historical fiction

Her worke
Tituba of Salem Village

Invisible Man, (try the yam excerpt
with Richard Wright's selection '‘Song
of the Con")

Their wvorks speak black to black, a
ind of "in" poetry

Sun_in the Afternoon (use excerpts) and
use with A Start in Lifc" (Ruth Suckow)

Look carefully at your order of presentation of black literature. Don't start

off with dialcct or anything that will turn off students. Stick wicth something that

keeps the dignity of the people.

& minstrel, a buffoon.

Uncle Julius is out; Uncle Tom's Cabin, for he 1s
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*ra. Jones has published a cellection ;f black literaturc called Images, published
by the Curriculum Division of the New York City Public Schools. ‘'er selections are
grand. Black Firc (ed. Leroi Jones) is not for usc in the classroom because of its
fiorca message. It is for the “im" group to the nth degree and is a bitter kind
of thing. Sonja Sanchez 1s an angry new black writer, also Audrey Lord, Davad Hender-

son, and Victor Cruse. DPaulc Marshall (Browm Girl, Brownstones) is an cxcellent writer

of expericneas of black young people. Virginia Hemilton’s “2yly" reveals the imagi- .
nation of a child. ‘er "House of Dyasdria' centers around a house used for underground
railroad and is an advonture and ghost story.

Langston Hughcs®’ Jesse B. Simple scrics is appropriatc. Simple, a strect philoso-
pher, is proud of himself, says simply what hc has to say, likes liquor and women, and

hates work. Claude Brown's Manchild in the Promised Land is not as popular with blacks

as whites.

Don't lct black literature beacome a fad to "rap" about, tut a good literature,
serious stuff. Try the multi-cthnic approach, "Legend of Grigorio Cortez" (Scott
Forosman) could be used with Joe ifeck and Stagger Lee legends.

Dr. Poarl Thomas, who assisted Dr. Jones, stated that Black American literature
did not cven begin in America; it bagan before the black people camé to America. It
came from the West African culture and the West African empires of Sengalese and Ghana.
One aspect of West African literaturc is that it is oral, does not depend on the written
word,. and is passcd from onc generation to another. Family history is kept in this
way. Yeroes of the culture are perpetuated in this way, too. The VWest African family
structurc differs from ours; it is an extended culturc. It features whole cormunes, many
mothers and fathers.

The "wax and gold" literary tradition worked in this way in the culture. Wax
melts in the sun; gold lasts. Aliens get the wax style. Family gets the gold. 1In

this tradition there is a story within a story.

12
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The stories of horoism constitute another tradition. The hero is unlike the hero
of westarn thinking. The most popular and forceful of the heroes is Ananse, a spider.
Yo brinzs things dow; to his size. He makes things happen for his own good. He gets
immortality from the tigoer by being the hero of thesc stories.

Charles Chesnutt used the wax and gold tradition. “The Goophered Grapevine” 1is
an example of a story within a story, of "puttin' ole massa on." Uncle Juiius 1s the
human form of Ananse,small, mild, gentle, but with great wit to preserve the black
tradition. The tale within a tale is a very important quality to African writers.

Among young biack writers, there is no longer a tale of wax; there is, instead,
the dropping of the mask. Very often these writers lose a great segment of their
sudicnce who can no longer be entertained by this because it is not for them. Richard
Wright, Eldridge Cleaver, Rap Brown, Leroi Jonmes are examples of this group.

It 1s nlways necessar, that concomitants be taught along with a plece of literaturc.
What are the valucs of the culture? As a tecacher, don't try to teach what you can't
fcel or condorse enthusi;stically.

Dr. Stophen Dunning focuscd his scssions on ways of approacling poetry in the class-
room. le sces the study of poctry as a means of helping kids to get a feeling of control
over lanpuace, a way of messins around with language and idecas. One of the ways of
initiating this 'messing around with language" is to ask kids to bring in some language
they 1ike and then play around with it; for example, find some language some place,
the highway, the restroom, the book being read anywhere. Type these words on a page,
arranging thesc words any way you want to; repeat, make refrains, and then title it.
Arrange the words to guin the effect wanted. Tbe followving words were gathered and
arranged from signs around a building:

School
One Vay
NO PARKING

Fragile
STOP!

4
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Fe pointed that, s .1 care about line; it is their main way of making music. Thoy
have a scnse of line and their stress may be at the beginning, middle, o end of that
1lice. William'Staféord says that i1f you can find language that represents the human con-
versation and arrange it so that it sounds like human conversation, that is poetry at
its very best.

Another way of doing this is to take a sentence or more from a plece of literature
and then write it poet’cally, using this semz kind of rearranging, repetition, etc.

(A booklet of this type of poetry, Found Poetry, is attached in Appendix F.)

Dr. Dunning emphasized that kids must learnm the following things avout poems:
what kind of a guy inhabits the poem and homor the inquirer's findings and what kind
of voice is in the pcem. Writing pocms for a variety of audiences should be practiced
by students, cncouraged by teachers, and dirccted by them.

Be encouraged the use of contemporary poctry with high school students.  .is
principvles for teaching poatry arc the following:

Principle cne: THZ TEACHER WHO IS NOT HIMSELF A READER OF IOETRY MUST NOT
PRRETOID TO TELCH POETRY.

rinciplc two: THE TEACHER OF POETRY MUST TEACH ONLY THOSE POEMS FOR WHICH
HC CaM ENGENDER REAL ENTIUSIASM.

®rinciple threc. THE TEACHER MUST KEEP EXPERIENCE WITH POETRY ITSELF AT THE CENTER
OF HIS TEACHING.

Principle four: THE TFACPER MUST TEACH THF MECHANICS OF POETRY INDUCTIVELY.
Principle five: TEACHERS MUST STOP CVFREXPLAINING PORMS.

Principle six: TEE POETRY UMIT MUST GIVE VAY TO THE OCCASIOMAL TEACHIMNG OF
POETRY.

Principle seven: STUDENTS MUST OFTEN HAVE THE CEANCE TO CEOCSE WHAT POEMS THEY
VILL RELD, STUDY, AND DISCUSS.

Principle eight: STUDENTS WHO ARE ASKED TO READ AND STUDY POETRY MUST SOMETIMES
RE ASKED TO SAY SNMETHING POETICALLY.

Principle ninc: STUDENTS MUST BE FELPED 70 DISCOVER THAT POETRY 1S WRITTEN
ABOUT MANY THINGS.
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Ninc in-service scssions were devoted o special problems in the teaching of
Enplish during tha last academic year 1972-73. Prior to these fall sessions, sclected
project participants and coordinator set up the outlinc of teaching problems met in
the project, student obiectives which were appropriate for project students, and 2
gencral cutline of topics to be considered in these in-scrvice sessions. During
the ycar, student objectives were correlated with activities and teaching problems were
delincated and suggested strategies were designed to cope with them. A major part of

A Clockwork Fnglish came from these summer and fall in-service sessionms.

Teachers were grouped in three committecs according to their interests and
compatibility. The coordinator and consultant, Dr. Joye Pettigrew, met with thesc
three groups in a total of 29 sessioms; thc participants mct a minimum of 9 times.
Tn addition, the coordinator mat with five participants for one day secssions to work
through sections. DNr. Pettipgrew and the coordinator, Mrs. Hodges, met for planning

and editing ccnfercences 15 days during this period. Additional work on A Clockwork Englis

vas done in at-heome Lssignments, via telephone and correspondence. The project partici-
pants were genercus in sharine their materials, idecas, and energies in every conceivable

way to complete the publication.

/e
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. e by: Betty H. Hodges, Coordinator
BEST COPY Rhailabik Project Secondary English
Region V Educational Services Center
‘ lLancaster, S. C.

.YES, STUDENTS, YOU CAN
What does an English teacher do when confronted with students who are not
achicving as might be expected'in school? Thi; problem is legion, and Region V
English teachers had puzzled over the why's for a lack of student achievement.
" Could it be that the curriculum was inappropriate, that the instruction vas in-
adequate, that students were either economically or socially or psychologically
disadvantaged or a combination of all of these? And where do you go as an English

" teacher after you have defined the why's?

Teachers in Project Secondar§ English: Teaching English to the Disadvantaﬁéﬂ

Student are discovering some answers to this thormy question, "Where do you go .
.after you've found the why's?" Their findings are based on the joint endeavor.
..pf Region V counties: Chester, Chesterfield, Fairfield, Kershaw, Lancaster, and
York School District ##4. Under a Title III ESEA grant funded in June 1970, six~

teeri secondary English teachers began an intensive in-service program to develop

better understandings and competencies for teaching educationally disadvantaged
students. At the outset of the project, the planners believed that the classroom
teacher was the single most crucial factor in educating this group. Few Fnglish
teachers mationally had been trained to work with the critical nceds of the dis-
advantaged: basic reading skills, their concerns, realities, and learning styles.1

Even well jinformed English teachers had experienced failure in trying to provide
:.succcssful learning experiences for thesa studeats. |

The Region Vv Educational Services Center, Lancaster, South Carolina. and

Hinthrop College, Rock &ili, South Carolina provided the summer 1970 workshop

géssions for the participants who were chosen for their leadership and pro‘essional

abilities by their school districts. in these sessious, participsnts delineated

ERIC | /3
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the most basic needs of disadvantaged students: (1) a curriculum responsive to
their interests, concerns, and abilities, and (2) well traired, informed, dedicated,
and emphathetic teachérs who bélievud that disadvantaged students could learn. These
participants concurred with the NCTE Task Force which studied the existing language

+  arts programs of the disadvantaged in 1965 that "a more realistic English curricu-
lum, one thét specifically attacks the problems of failure, bitterness, and bleak-

ness will do much to alleviate the problems of secondary school instruction."2

What, then>has Project Secondary English accomplished in alleviating the
problems of disadvantaged secondary English students in Region V? The more
4umediate objectives, developing hetter methods to involve students in English
Programs, selecting app}opriate ‘nstructional materials,encour;ging more positive
student attitudes toward Englist, and jmproving reading, listening, and language
achievement, have been realized in project classes.

Students in the experimental classes participate in English through various

‘media and involvements:

—-classroom libraries, mainly paperbacks
~-magazines .

—-posters featuring slogans and pictures
~yecords: popular and otherwise
--tape recordings

~~gimulation games

-~films

~-~dramatic activities

--experiential writing

~-composition based on transparencies

. ~~gtudent tutoriag

~-art collages and thematic posters

-~-gpecial reading instructicn

~-programmed usage instruction 19



was continuing, when students found acceptance and a sense of belongingness, and
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~-newspaper units.
~-thematic literature units ,
o ~=individual conferences |
Students' achievement was measured by standardized tests at the end of
the first year, 1971. Their achievement was ;ompared with control classes of
comparable IQ's (experimental mean IQ 86, control mean IQ 87) and achievement;
howeveﬁ’control classes were not taught under the same rationale nor were control
teachers participants in the project. Reading, Laéguage. and Listening achieve-
ment levels of project students were cléarly superior to the control classes.
Proje;t teachers indicate that the 1;-service component of the project has
alleviated some of their instructional problems, particularly in selecting materials,

and teaching reading. They point out the value of the projeci group's consideration

of common instructional problems and subsequent suggestions for solving them. In

_some school districts teachers are coordinating workshops for other English

teachers to disseminate constructive results of the project. This academic year,
teachers opted for a reading practicum as a part of the in-service sessions.
Projected goals for 1971-73 include designing curriculum outlines for the dis-~
advantaged student, allowing visitations to demonctration classes, and in-service

vraining for participants.

The "Pygmalion" effect worked in the project.3 Project teachers beliebed in

the dicadvantaged student, that he could achieve, could improve his reading,

Janguage usage, listering and writing skills. They believed that these students

had more chances to achieve when class objectives were clearly formulated and

student centered, when classroom materials were readable and appealing, when

teaching methads and materials were varied, when diagnosis Jf reading problems

Uhen students experienced success in come area of language arts.

an
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1Matio D. Fantini and Gerald Weinstein, The Dicadvantaged: Challenge to
Education (New York: Harper and Row Publishers, 1968), p. 393

2ﬂanguage Progrbms for the Disadvantaped, NCTE Task Force (Champaign: NCTE,
1965), p. 100

3Robert Rosenthal and Lenore Jacobson, Pygmalion in the Classroom (New York:
Holt, Rinehart, and Winston, Inc., 1968),
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“aAdapting Teacher Style to Pupil Differences:
Teachers for Disadvantaged Children”

by
Miriam L. Goldberg

*Hypothetical Model of the Successful
Teacher of Disadvantaged Pupils'

The teacher who 1s successful with any group of pupils is the one who
respects the children in his classes and théy, in turn, respect him. As
teachers in slum schools look at their pupils, they see many children who are
diecouraged and defeated, even in the early grades, children who express
their alienation from the school and the scciety it represents by aggressive
acting-out behavior or by a kind of tuned-out lethargy and listlessness.

There are frequent transgressions against the othical, moral, and legal

codes of society. Pupils seem to be making littie effort to learn, show no

desire to better themselves, to break out of the limits imposed upon them

by their ignorance. The teacher may feel sorry for them, realiziag the limit-

ing circumstances of their lives. Or, he may be angered by their laziness,

their lack of effort, believing that they could if they would, but they wea't.

Or, he may write them off as hopeless, too dunt to learn, taking up time

and resources that could be better utilized by pupils with more abilty and greater
motivation,

But the successful teacher of disadvantaged children does respect his
pupils——and not because he sees them through the rose-colored lenses of the
romantic--finding "beaufy” and “strength" vhere others see poverty and
cultural emptiness. On the contrary, he sees then quite realistically as
different from his children and his neighbors' childrem, yet like all children
coping in their own way with the trials and frustrations of growing up.

And he sces them, unlike middle-class children, struggling to survive in
the ruthless world of their peecrs, confused by the conflicting denands of
the tvo cultures fn vhich they live--the onz of the home and the street

and the neighborhood, the other of the school and the society that maintaine it.
o I '
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Like the anthropologist, the guccessful teacgggslggg;‘t;;hglieé.culturo of

’ y
his pupils not as a judge, but as a-student. He understands the backgrounds
from which the children come, the values placed on various achievenents,
the kind of work and 1ife to which they aspire. He recognizes and under-
stands the reasons for their unwillingness to strive toward future pgoals,
where such efforts provide little reward im the present.

He knows that many of the children beaf the scars of intellectual under-
stimulation in their early years. Familiar with the home 1ife of the children,
he knows how rareiy they are helped to name the things they see and foel
and bear, to recognize similaritics and differences, to categorize and classify
perceptions, to learn the word for the object, and the phrases through wbicb
to expréss an ideca or a feeling.

The successful tgacher is aware of the various family structures from
which the children come: the matriarchal family in which no father is
present; the home vherethere arc two parents, but both working: vhere
one or both parencs sre able-bodics but out of work, recipicnts of rclief;
where the fatkter is disabled and stays home while the mother works; where
an extendcd family--grandparents, aunts, uncles, and other relatives-- live
together. This teacher has secen tha physical conditions in which the
children live: their lack of privacy, th~ .poor facilities, the absence of
basic amenities. He knows the kinds of jobs the parents have, their aspirations
for themselves and for thejr children, and what role they attribute to the
school in shaping their child's future.

The teachar is awarc of the ethnic group membership of his pupils and
how such membership shapes the child's imege of himself and of his world.

He knows something about the history, traditions, and social structures of
the varifous ethnic groups, their unique culture patterms, their status in
Agerican soc}ety, the blocks and frustrations which they confront, and their

perceptions of what life has in store for them.

=S4
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e knous that the language of his pupils is closely tied to the iife they
Jead. VWhile it may represent a comple:e lack of a distortion of acceptable
hnglish he recognizes its functional qualities for the pupils. Though this
language is not 'the coin of the realm," it often represents the only knowvm
and acceptable medium of cxchange in the child's home or neighborhood.

In addition to his knowledge about the child in his cnvironment. the
successful teacher has a sophisticated understanding of how a child's abili-
ties are assessed and thercefore a realistic perception of what these wmeasure-
ments describe and predict. He knows that native potential intelligence
45, at lecast thus far, unmeasurable; that vhat tests mcasure is learned be-
havior, and that the learning results not only frem the child's native ability
but also from his total expericnce. Yet he realizes that many intellectual
abilities, 1ike some of those vhich cnter into creative functioning arc not
measured by existing intelligence tests.

He is also aware that the tests orovide a fairly accurate description of
the child's present ability to handle academic material and, unless there 1s
a sipnificant expansion and rcorganization of his expoerience, the tests will
predict with fair reliability how the child will function academically in
the future. The successful teacher accepts the test scores as a fair and valid
measurc of the child's present academic ability, while rejecting them es
a measurc of native intelligence.

These and many other anthropological and psychological data affect the
style of the successful teacher of disadvantaged pupils. But while the an-
thropologist's task is to describe and comnarc behavior of various cultures,
and the psychologist's to understand individual behavior, the tecacher's job
is to modify it. Therefore, he must use his knowledge about his pupilis and
the world in which they live to guide him as he attempts to open move and mnre

" donrs for them, and to help them acquire the skills and knowledge
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with which to enter thc new and open spaces which lie beyond. The suc-
cessfﬁl teacher sces his task as pteparing his pupils to make competent
choices smong potentially available alternatives. He is aware that with
every pessing year the rapidly automating economy affords fewer and fewer
opportunities to tho minimally educated, and wore and more to thc aca-
demically and technically.traincd, and he comrunicates this understanding
to his pupils,

The successful tcacher meets the disadvantaged child on’ equal terns, as
person to person, individual to individual. But while he accepts, he doesn't
condene. He sets clearly defined limits for his pupils and will brook few
transgréssions. He is aware that, unlike middle-class children, they rarely
respond to exhortations intended to control kehavior through invoking fecl-
ings of guilt and shame. He, thercfore, sets the rules, fixes the boundaries,
and cstablishes the routines with a minimum of discussion. Here he is im-
personal, undeviating, strict, but never punitive. Within thesc boundariecs
the successful teacher is businesslike and orderly, krowing that he is the. ¢
to do a job. But he Is also warm and outgoing, adapting his bechavier to
the individual pupils in his class. He shows his respect ar.: liking for his
pupils and makes known his belief in their latent abilities.

Be realizcs the danger of the “self-fulfilling prophecy of expecting, and
consequently finding a low level of achievement. He, therefore, lets each
pupil know that he expects more than the pupil thinks he can produce -~
but his standards are not so high as to become too remote to strive toward,
anc the attempt fraught with frustration. He rewards each tiny upward
step, alert to every opportunity for honest praise, and, as much as possible,
withholds harsh criticism and censure vhen progress is slow or cntirely
lacking. Above all, he is honest. He doesn't sentimenctalize, doesn't pretend

that a pupil's work is good when it isn't, doesn't condone unacceptatle behavior.

ERIC e
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The successful tcacher is also somcthing of a showman, coming tc his
task with an extensive rcpertory of'cazéfully constructed scripts and props
into which he hireathes a scnse of drama and high intercst to capture the
imaginati.n of his pupils and hold their attention.

His repertory is not only extensive, providing a great variety of maﬁerials
and tcaching procedurcs tailored tc the learning patteras of his pupils, it
is also carcfully catalogued to allow him to find what he necds quickly and
efficiently.

As do other successful teachars, our model teacher has extensive knowl-
edge of the content of the subject he teaches. In fact, tc knows it so well,
that he -has no neud to rely on study guides. Like the knowledgeable native,
he guides his punils through his country without a Bacdeker, rclying rather
on his ovn familiarity with its terrain to take then to the important sights
by paths ané highways not oftem known to the less sophisticated.

Likc all composite portraits, this hypothotical model vresents an idealized
vorsion of reality. The hypothetical veacher is descrihed as a maturé, well~
integrated person vho respects his difficulty, wmotivated and apparently
unteachable oupils. o communicates his respect by setting high but
reachablce expcctations, by his impartial and consistent firmness and
honesty, and by his warm personal regard for cach individual. He combines
the detached but complet~ly accepting stance of the anthropologist ob-
serving cultural diffcrences, with the aétive involvement and manipulative
approach of the determined reformer, the edvcator, in the -ense of one who
leads his pupils out into the wider world. Though not a specialist in any
one of the bchavioral or social sciences, he gleans from each of them knowl-
edge which helprs him understand the hehavinr of his pupils, the meaning
of their scoros on tests of intelligence and aptitude, the realities of their

present and future world, the demands which varinus social and vocational

27
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alternatives will make upon them. In addition, the model requifes the
teacher to have a wide repertoire of materials and nrocedurcs, the ability
to devise new ways, to deviate from accepted procedures and courses of
study--but always to be aware of the knowledgas and skills the pupils
must cventually acquire. If the hypothetical "successful teacher were to

be characterized in a single rhrase it would be ordcred flexibility.

23
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The Outcasts BEST coPY NNWLE

Adolescents should be introduced to the outcast theme in literature at this
particular stage of growth bicause adolescents have reached a crucial time in their
lives - a time when they scem to ba attuned to the world with more sensitivity than
they will have as adults. It is quite true that many of these adolescents feel them=
" solves to be cutcasts, often simply because they-are teenagers in a world that they
feel misunderstands and even dislikes them.

Since there are nuncrous types of outcasts - some vho fecel alicnated from the
world as individuals and some who feel so as members of certain groups - students
gshould be exposed to the problems of these pcople in order that they might assess
more successfully their own roles in a soclety that crecates pariahdom. When
adolescents can make this assessment and can communicate it verbally and non-verbally,
they are close to arriving at maturity.

Designed for disadvantaged eleventh-grade students, the unit will present to then
throcugh daily classroon activities and individual reading projects a sampling of some
ouccasts and their problems.

As a central work Shane by Jack Schacfer will be used as a group novel in wvhich
students explore the world of a man who is an outcast becausc he has been a hired gun-
man and is unablie to break from this rcle im spite of his efforts to live a new lifeo.

The £ilm “Simon,” which will be used as an introductien to the thematic unit,
Jooks at the world of a chiid outcast. The rocording of Paul Simon's “A Most Pecullor
Man" will illustrate the loneliness of a man who has no communication with the world
and ccrmits suicide to escape his loneliness. "The Death of the Hired Man," a poen
by Robert Frost, will axplore a man's alienation and death which have been caused by
his being shunned by a fanily vho is ashamed of him and by his inability to retain his

self-raspect in his old age by working at his only accomplishment. The fable by

30
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willian March, "The Untouchable,” will reveal the cffects of social and religlous laws
in stratifying socicty and creating parizhdom. “The Vhite Circle," a story by John
Lell Claytom, will deal with child victims of an ‘economically-oriented society. '"The
Filipino and the Drunkard,” a story by William Saroyan, includas a look at two types
of outcasts, as suggested by the title.

Students will study the above-mentioned works in depth, but they will also con-
sider some short poems on the theme in one or two clags periods. These include
“he World Ia a Beautiful Place" by Lawrence Ferlinghetti, "My Parcnts Kept Me from
Children Vho Vere Roust' by Stephen Spender, "otto” and "Too Blue" by Langston
Hughes, and "I'm Nobody" by Emily Dickinson.

Responses to the outcast theme by students will be made as irdividuils, as
participants in small-group activitics, and as members of the class as one large =~roup.
These responses will be channcled into activities involving the students in listening,
* gpeaking, drenatizing, reading, and writing; these activities will be for both in

class and out of class.

3/
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Concepts BEST coPY AVAILABLE

The outcast theme permeates all genres of language arts.

A plece of literature may confirm or deny one's beliefs
about a’particular theme; nevertheless, its iuportant
function is that it aids in the crucial concect of salf-
understending, regardless of confirmation or denial.,

Using one's fellow students as a sounding board helps a
gtudent to come to terms with vhat he believes and with
vhat his reasons for his beliefs arc.

Literature offers vicarious oxperiences to students who
otherwise would go through life with little or no undaor-
standing, of meny of its aspects.

Dialect studﬁ 1s esscntial to having a rcasonably full
understandine of many pileces of literature.

A plece of lit.rature is seen from a particular point-of-view:

if the point-of-vicw were chanced, a now and different work
would enerce since point-of-view affects many facets of work.

3L
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1. Writing a response to a2 film

2. Discussing as a member of a small group
3. Discussing as a member of the class

4. Responding orally to a record

5. Reading a novel

6. Studying dialect and its relationship to sctting, ton2, style,
and characterization in a piece of literature

7. Reading poectry

8. Marking responses to a dialectal check-sheet
9, Writing a short fable
10. Usine the tape-recorder
11. Cathering visuzl aids from nagazines and ncwspapers to fit theue
12. Stulying point-of-view
13. Studying foreshadowing

14. Stuldying the flashback device
15. Uritiny an interior monologue
16. Reading short stories
17. Supporting opinions with evidence

18. Uriting a comparison-and-contract papcer

19. Writinz a short play script from a2 pocm

20. Using the record player

33
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Teaching Objectives BEST CORY &wﬁﬁ'

To compare and contrast the public'e attitudes toward outcasts with
the attitv'es held by the outcasts themsclves

To identify factors which contribute to a person's being treated as
an outcast, some of which are, in origin:

- physical

- mental

-~ yelipious

- political

- raclal

- ccononic

- cducational
- occupational
- moeral

- cultural

To stress the closc relationship between nrejudice and ignorance 28
related to the treatment of the outecast

To creatc a feeling of empathy for certain outcasts

To show the presence of sensitivity in some outcasts as opposcd to
the abscnce of it in others

To cncourage verbal and non-verbal cxpression

To recosnize the basis for cne's volues and attitudes toward the
unfortunato

To comparc individual survival as an outcast with proup survival
To explore the emotional needs of outcasts

To create on apprcciation for dialects that vaxy from one's own
To train stucdents in the techniques of observation necessary for

responding with understanding to various media and to many types
of literature

3+
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Outline for Teaching the Unit

NbeEVOneL,Day On2

A. Show film “Simon" (18 min.) without preview lesson to get more nearly
valid responses than if stuleats were directed to look for somathing
in particular.

B. Following the film, ask students to jot down amy words, thoughts, or
fdeas that express their feclings about what was in the filwm; allow
. two to three minutes.

C. Have each student choose any onc response and uvrite a composition in
the forn of his choice - poem, essay, sStoxy, or other; remind students
that it will n-t ke araded for nistakes.

D. Turn in papers at end of period.
R®. To do at home: gather any pictures, magazine articles, newspaper
articles, or other visual aids which, in some way, renind students of

the filum or composition in theme; bring to class tororrow.

Week One, Day Two

A. Cather visual aids students have broucht and display them along with
mine; ask students to walk up to collection and observe for a minute
or so and return to seats.

B. Divide students into groups of four or five; eck them to talk within
cach group of their rcactions to thz display an' to th~> filn shown
yesterday and to have one parson serve as recorder of the group's
reactions.

C. After ten minutes, possibly fifteoen, invite the rccorders from the
groups to present to the class the snall groups' comments.

D. Mow introcuce the idecas that most of what has baen said or observed
relates to people who don't secenm "to belong"; then tell students Lriefly
that for the next threc wecks they will be observing the world throuch
the cycs of many types of outcasts who appear in novels, short storles,
poens, fables, films and records.

E. To do at houne: jot down anything to be found about outcasts in history,
the Bible, or storics they have read; bring to class tomorrow,
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Weel: One, Day Three

Vleek

A.

B,

C.

F.

G.

Listen to students' comments about information on outcasts, vhich
they were to bring in.

Enrich as nccessary with additional informational of my one, toking
care, however, not to lecture or nonopolize the discussion.

As a guide for reference during the unit, place on the board the list
of somc of the factors which influence the creating of outcast percons:
political, relipious, mental, physical, occupational, cconomic, moral,
racial, cducational, and cultural. .

Ask students to name examples of situations that might apply to some
of those factors:; add some for the arecas mot mentioned by students.

Play “A lost Peculiar Man" after honding out sheets with werds for
studcnts.

Ask students to respond orally to this record in terms of socicty's
part in the cxistence of outcasts.

To do at home: bring any rccordinz that you fcel tells an outcast's
story; plan to play it for the class, giving a few corments about
its content.

Me, NDay Four

A.

B.

C.

D.

F.

Explain inlividual recading nrojects.

Present thumbnail revicws of some of the sclcetions on the readinn
1ist in order to croate intcrest for stulents.

Ask stulents to coatinue bringina visual aids they find to accompany
unitc.

Introduce tue group novel Shane.

Distribute paperbacks; read aloud to studcnts introduction through
pane 3.

To do at home:

1. Read 4 or more chapters of Shane.

2. Start a list of new words or stranga expressions in Shane
wiich we might talk about in elass; add t2 this list
throughout the bock; plan to have one to contribute tGmOXTOW.

J
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Week One, Day Five '

A. Start the class by getting reactions'to novel.
B. Proceed with dialect study by handine out dialectal check shects.
C. Explain procedure for marking thesc sheets.

P. Discuss respcnsas whon students huve finished; then move to a
contribution session on dialectal expressions from Shane, which
students were to prepare for. .

E. Clarify meaning of dialect; with reference to Shanc, ask if each
character's speech seuns to £it other things you know about him,
if speech secms fitting for the setting, and if spcech helps to
create any special mood or fecling.

F. To do at homec: real at jcast to the end of Chapter 8 for the
next class,

Week Two, Doy One

A. Choosc an interesting Jialectal expression from somewhere in the
first @ chapters of Shane with which to begin class.

B. Mand out a copy of "The Death of the Hircd Man' by Frost.
C. Read aloud the poem, and ask stulents to listen for vhat secas to
be an unusual expression or word to them and rark it for later

refecrence.

D. Reiterate the outcast theme by comparing Shane and Silas and their
lot in the world.

E. Ask students to point cut 2ny wording that they marked in the poem;
let students give explanations with teacher cuilance.

F. %70 do at hones real to the end of Chapter 12.

tleck Two, Doy Two

A. Using copy of “The Death of the Hired Man,” to {1lustrate with, ask
stulents who have been Mvided inte 5 small groups to coliaborate in
writiag a short radio ceript fron tae poenm; give then some idecas as
to how to start.

* B. Ask each group to choosc two of their nunher to be the actors who will
record their work for presentation to the class; rive then an opportunity
to choose between recording or giving a reading of it live towdrrow in class.

C. Allov rest of class time for group work.

D. To do at home: finish Shane for day after tomorrow
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A. Have small groups present their short dramas based on Frost's pocm.

B. HNand out "The Untouchable," a fable Ly william Harch; let students
rcad this silently.

C. Ask students to write parasraph, giving thelr impressions of the
fable's message; collect these.

D. DPiscuss caste system, attitudes toward untouchables, etc.; apply to
sbove sclection.

BE. Compare and contrast 'the untouchable” with Shane, "“the peculiar man,"
and Silas by asking stulents to weite and deliver a four-sentence
soliloquy one of these cutcasts night have uttered in one of darkert
poments; designate certain students to do certain cnes; complete
this for tomorrov.

¥. To do at home:

1. Finish Shane for tomorrou.
* 2, Finish short soliloquy for tomorrotw.

Week Two, Day Four

A. Lot some of the students deliver soliloquies; allow audience to
comment on them,

B. Emphasize more of the characteristics of the fable; read to them
a Thurber f£able and the "live dirty, die clecn” fable from
Thirty-Six Chillxen.

C. Ask stuldents to sce if thcy can write a fat:le, using Shanc as a basis
for guiding their thoughts; let them use Shane or any other characters
as subjects of fables.

P. To de at home:

1. Complete fable based on Shane.
2. Bring completed dialectal expressions list to class.

Week Two, Day Five

A. Let students read aloud some fables; ask othoers to decide i1f they
arc correctly classificd as fables; collect them to read later.

B. Complete dlalectal cxpressions study on Shane; offer one or two to
supplenent those mentioned by students.

C. Present the idea of point-of~-vicw, and suggest the Jiffevs=sna Ane

]
would encountcr in the novel 1f 1t were secn from eonuone 6
point-nf-view other than Bob's.
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Weak

D.

Allowine students to use books, ask them each to choose any incidenrt
in the book that would change 1§ the point-of-view were chaaged and to
rewrite th'a incident from another point-cf-vicw.

To do at home: complete composition assignment.

Three, Day One

A.

B.

pivide students into small groups; let them read and discuss each
other's papers, cspecinlly to see if the incident related 4. cachk is
clear and loeical; visit cach group; surmarize fcelings of students
about this story's point-of-vicw - is it the Lest cue?

Explain foreshadouing as a techrique; lat students who are still in
small proups search text of novel for cxamples; ask each group to
work quickly end have cna student record pages on which exarples
occurrod.

Lot recorders call out numbers for me to list on board; ask all
students to do this at home: ecxamine thosa pajes to see if they can
find the examnles ond deeide if they apgree or disagree with each.

Three, Day Tun

Week

txo

B.

C.

D.

E.

Continue ¢iscussion of foreshadowing by examining stulent's evaluaticns
of possible exanples of foreshadowing.

To continue the outcast theme, hand out “The White Circle” by Clayton.

Ask stadeats to read silently, refeiring to nini-plossary at ond of
story to find ncanings of the more difficult words.

Rave students voluntcer comments on cutcasts in this story; ask
then to decide if any other outcast situations we've studied resemble
this onc.

To do at home: read "The Filipino and the Drunkard” by William
Saroyan and bo prcpared to point out causcs for pariahdom in the storxy.

Threc, Day Three

A.

c.

Have students comment on honework story.

Hand out poen sheet with selections about outcaste; let students
offer olscrvations on these.

To do at home: prepare for sharing individual reading with class
tomorrow and the next day.
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t'ack Three, Dav Tour and NDay Five

A. Share reading expericnces about outcasts.

cen at work on many occasions creating nariahs.

B. PRecap the factors s

t growth - to be completed after in-class essay is written

" (Evaluation of studen

the next woek.)

¢0
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Fvaluation of Instructiod and Student Growth

1. Students will be cvaluated by their participation in clags discussions,
out-of-class research, written responscs to works we study, and pre-~
sentation of individual reading projects.

2. Tcsting will be of an interpretative nature; there will be no objective
. tests!

3. Eech student wi“l be asked to write in class a final paper about the
aspect of pariahdon which has been for him thc most thought=-provoking
during our unit. He may illustrate his impressions by choosing a
character from son2 work, a situation, a statement; he nicht choose
to relate a perscnal oxperience. llis paver will be evaluated for
content and mechanics with more emphasis on content. He will be
roeminded that this paper will not bo a summary of what he has read,
but he must use cssay form for his answer to my question.
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Materials in Unit bv Tvpe

Group Use . " Individual Use
Novels
Scheefer -  Shane ' Baldwir -  Go Tell It on the ountain

Bennett - A Walk in the Moonlioht

Bonhan - Duranro Streeat

Green - I Never Proniscd You a
Rosc GCarilen

Kellogg - Tell Mo That You Iove ™2,
Junie lloon

Lipsyte - The Contender

Sillitoe -~ Lonecliness of a Lone-
Distance Runncr
Speore - The Witch of Blackbirl
Tond
Steele - The Goblins Must fo
’ Barcfoot
Steinbeck - Of Mice and Men .
Stolz -  Rosemary
Poens
Dickinson - "I'm Nobody! Who Are You?" Ferlinghetti - "The World Is a Beautiful
Place"
Frost - “The Death of the Hired Man" Hughes - "Thank You, lfa'an”
Hughes - "Motto"
Hughes - “Too Blue"
Spender - "My Parente Kept Me From

Children Who Were Rough"

e



Short Stories BES“ CQW I\“N\,ABLE

Clayton - "The White Circle" _ Capotc - "A Christmas Memory"
Saroyan - "“The Filipin> « 7 the Cather - "paul's Case"
Drunkagd” = . .
Harte ~ “The Qutcasts of Poker Flat"
Hushes - "Sorrow For a Midget"

Melville - "Bartleby the Scrivener'
Steinbeck - “"Flight"
Welty - "A Visit of Charity"

Plays
Miller ~ The Crucible

Fables

Kohl, 2d. = "Live dirty - die clean® from 36 _Children

March - “The Untouchable"
Thurber - “The Little Girl and the Wolf"
Filn
"“Simon"
Recording

s Most Peculiar Man" =~ (song) Simon and Garfunkel
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~ret ooy PURILEPLE

"our foslings and our thoughts are shaped in the rhythm and
intonation of our languape. What othors Ynow of us, or we of ourselves,
ig in tho nusic of our spoech.":-l Any toacher who denigrates fha cpeech
of hor studonts Ly word, action, or inforence has lost her chance to
holp those children. Sho will not be able to givo them configlence in
tho language they speak by making them proud of their dialeot, mor will
sho bo able to toach them any other dialect. .

If studonts are lo~d to understand why their dialects identify

them, thoy can chanre both their speoch and the resulting identification

.4f they wish. hlso, if thoy are made to tee the dialects of othors as

®results of forcos over which thoy have little control... [they will not]
react with contonpt or confusion.. .Ecut wilﬂ bogin to appreciate the
richnoss and variety in tho English 1a.nguage."2 This premise is especially
important, and it is important that this be stressed to disadvantaged and
more privileged students alike. The diadventaged studont in particular
needs an exprossion of coniidence in the worth of his language because

he has been toid for se long that he and his language are umworthy that

.. he is almost ready to agree. Othor children nsed {0 be told that this

language has a historical background and i{s part of a person's heritare
end personality (not just a corrupted form of their superior dislect)
80 that thoy will bo shaken, even if only partially, from their ethno-
contricity. The tracher should try to foster an understanding that a
persoa's dialoct :'fs not intrinsically good or bad, just'as the color of

his eyes is neither good nor bad. We would not think of oondemning

3
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" gomeone bacausoe of the _oolor of his z;yev,. reither should wo condemn h.in

btecaude of his’'dialect.

. Raven MoDavid says, "I grew up in « South Carolira cormunity where
wo said thore woro three raccs: whites, Negroes, and t':cd'.tcmxruﬂl.wcoz"l:-.-m."3
Although it has beon meny yoars sinrecoe R:wén Mchavid wvas growing up, thero

; io 8till a distincetion not only in tho vhite and black speech pattoras,

i tut also in tho apeoch pattorns of tho co-callod "lower class" white

: as comperod with eithor othor vhitos or blacks. Thoso disadvantagsd

i whi tos neod to foel good about their language,too, for they also huve

boon discriminatod against boecarse of their language. Pa.r'l;. of ocur micsion

es toachers is "to convey to tho dorinant culture a better understanding

of what Standard English actually is. We must keop reminding our noighe
bors that Standard Amorican Pnglish has many varieties, all good."l‘ In
gonoral, the epoach of the cottommill child is vory clese to that usually
oon sidered "hillbilly". Those people have spooch patterns and words

dating baok to Early Modern, MNiddle, and oven 0ld Eaglish. A child's

prido in his language can come from this knowledge that the dialect ho

spoaks was, at ono time, the best of English usage. Expressions with

Anglo~Saxon origins include compound words such es: horse sense, hisay-

fit, hor.noi'olks, kinfolks, play-drotties, fireboard, graveyard, sunup,

sundovn,and Booger—rfan..s Other expressions many of us have heard or used

are "it pleasures me", "the beatenist youngunt", and "that was real thoughty" .6

Those expressions fit tho language to the thought much in the way Shake-

speare wroies Et was used in the 1300s; hit was the Anpglo-Saxon meuter of

ll?.’ and 'zou-uns may be traced to Yo onos of Chauocor's da.y.7

o1
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Tr.e ttnly of dialects can be fu-. if the toacher jJoine the ttudonts

$n loottar for idiocyncrasies in hor orm prommeiaticn and vocotulary. Ihe

" gtucdonts wisually enjoy making tapes of thoir dialocts and scouting out

tha erchoel and corunity for diverso dielect putturnse IL tho sludonts
et tolffecuss divorgent pronunciations that they find emong their infommerds

ta tho ¢smun’ by, thoy must be taught phonotis or phonemic traaroription.

fhig ic, of courss, not nocessary if they ero provided with tepe rocoidorte

Taforuation they weuld noed to obtuin frem tueir parti gipnnta vould include
iro foliowisp: soX, fge, race, presont cddross{ state, county, twvm), how
Jong 3n Wiis towa, highost_gmdo lcvel atteized ia school, other » tovms,
atatos or nelions lived in, approximate nwmber of yoars in each pleco,
oxter.nivo travel cutsido native stato, whore travelled, parcntsts birthplaces,
grandparents! birthplaces (in 5onera1), any othor language gpoken, end
occupntion.e Tho name on this question: irc is opeionale In genoral, thoto
{informatts would boe given a chocklist containing litems like tho ones toler.

A WRIZE LU.MY GiB3SE: olabbor cheese, cottare chocce, curd cheose, duich
cheocse, pol che~se, tuear-casd

EDIELE TOPS O TURIIPS: groens, salad, sallet, turnip groens, turnips
GARZENT WOR: EY WOUEMN AT TIE SEASHOHE: gyim suit, bathing suit, swhrning suit
POLICE:AN: cop, policeman, copper, fuzz, dick, officer, bull, pig, the Man
On thoso items, the informant vould bo asked to circle the item he customarily
usog. If the word he customarily uses is not on the list, he would add .9
One wd.y of potting pronunciation of key words as unaffectod as possible

would be to have the informant read a sentence am_i £i11 in the blank. In

such a sontence a3 "I use my pen to write my __ ", the person is busy

£4114ng 2 tho blank and doos not notice his own pronunciation of pen

-
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and write, which are really the Xoy words.10 Studonts are taped in class
Qs ‘thay pley inquiring roporter, asking each other questions, or have a
famous sayings sossion in which they choose a quotation and toll in their
own words what it means to thoem. 13 Also, business intorviews with ono
student protending to be the employer can-bg taped. If thore are any
wndosirablo qualities in the child's dialect, ho may catch them himsolf

wdor thoso circumstances. Reading pooms and making uwp stories provicoe

- additional oral opportunities for the dialect committoo %o tapt:ul2

Tho Structure of Amorican Fnplich by W. Telson Francis contains a long

1iet of rogional vocadbulary, "Our Changing Loncuage", & rocord put out

by MeGraw=Hill, Wobstor division, provides further material to promote
dislectal approciation. Rocordings of oxcerpts from Chaucer or Shake=-
spcaro cen’ ba played, thon modern translations road and differonces notod.
Also, the childron can bo asked to listen carofully to radio and televisicn
announcers to try to get a botter understanding c¢f standard dialeet.)‘z’
An awaronoss of regiona” rariations outside of language proper is intoresting
to tho studonts. These considarations includo proxemics= distances betwoon
commanicators , haptics = body contact, kiresics = bodily movements, end
paralanguage - "orchestration of stream of speoch, including pitch, tempo,
abnormal loudness or sofiness, drawl, rasp, elippirg, etc.". 1

Our languago arts programs in the past heve failed bocause.we triod

to pive tho child our dialect at the expense of Yis and because we have
tried to correct his written Enrlish rather than his oral Engli.sh.15

Porhaps with new moethods, we can succeed.
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COMPOSITION '

There ore mony reosons for teoching composition. On the
most b.alc and prociicol level, people oiten need to commne
4cote with others at o distonce in spoce or time. In order
to do this, onc must be able to record in some woy thoso
things to be commnnicotqd.l

Loben, Ryon, ond Squires say thot students need to gola
power over language--to become skilled in the use of this
too). of communicotion,,tboreslize thot lor.guoge is o tool to
be usod differently depending upon the pvrpose. "Power over
longusge is depondent upon disciplined reason, creotive inm=-
pginotion, ond on OWOreness of how longusgo works," Skill
in hondl ing of loanguoge 13 o mork of tho educoted person, Un-
less sentences ond paragrophs oare correctly constructed, the
meoning becnmes confused ond the resder bocomes disinterested.a

Composition contributes to the moturotion procoss.5
In the first place, good writing helps one understond the
senses ond their function ond to moke them more acute 08 they'
ore aaphosized. Composition extends perceptiocn, It helps
in leorning how toO think, how to clorify o thought, ond how
to express o thought in vivid ond forceful longuoge. Grommon
soys, " Thinking, occording to Dewey, is tactive, persistent,

ond corcful cons iderotion of ony bvelief or supposed form of

ynowledge in the 1ight of the grounds thot gupport it, end

§
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the further concusions to which it tends." Students must.
Jeorn how to think bvefore they coa write. This kind of
thinking is commonly colled criticol thinking snd it Includes

logical thinking, seporoting foct from opinion, supporting

., generolizotions with volid evidence, ond ovoiding fellocies

in reasoning.

Donno Geyer reminds us thet composition helps to reieose
personsl potentislities by developing the imoginotion, ex=
pressing ereotivity, snd extending linguistic and deseriptivo
skills. It helns one exprees inner psychic moteriol end it 1s
the récord of the unique self thot could never leove 8 record
without writing.s

Rodney Smith soys thot composition is beneficinl not only
for pevsonal growth but olso for growth in huwon relotions
ond © betiter understonding of life. It gives on insight into
porsonol ‘end exteraal reslity by compelling the student teo
concentrote upon these things. In this woy it helps the in=-

dividuol understend life.6

There ore certoin pbesic understondings or learnings about
disodvantoged children which must be kept in mind as we Lry
to build o composition curriculum for them, Fontini and We in=-
stein'uvgg tbs thexperiences be provided for the students~-oXe=
periences in which they c¢on become involved. Dissdvonteaged
studen;s ore lnterested in &nd con understond only the here
ond noﬁ. Abstroctions meon nothing to them, nor dozeventa

removed in spoce ond tine, So the teocher shoﬁld build short

3



BEST COPY AVRILABLE

experionce-centered unlts relo;ing to the students' interests
ond obllities. These should opeﬂ up the studenti$ world to
him ond ollow him to discover himself, his hldden potential,
ond other people. Most writing must be reloted to concrote
experiences woich the student finds practical ond worthwhile;v

Peochers must 61so realize thot ‘there is no one correct
woy of speoking end writing but thot longuoge is 8 tool to be
used in meny different woys os determined Dby the user.8

Further, tescher plens for the dissdvontnged wust include
the selection of woteriols thot sre prepored with his limit-
otions ‘in mind, so that there is overlearning and reinforce~
ment of concepts ond thot learnings begin with simple conce Hts
ond progress to more difficult concapts.

The teocher must remember that the gools of teoohing the
disodvontoged student is to help him leorn to enjoy learning
for its owvn soke, lessen hils ontogonism to intellectunlisnm
ond his eliensicion from the school, ond help him become 2
more complete person.lo Another importont assumption upon
waich we pase our plonning is thot the disodvontoged student
necds order ond strﬁcture in order %0 leorn, He is differeant
from the middle~class student who hos been taught to control
his behovior througﬁ invoking feelings of guilt end shome, So
the tenghor must set up- 0 structured leorning situotion ond

11
provide for order in the clossroom.

\
One of the deepest needs in teoching composition is the

need for motivoting writing that is honest ond sincere--

g b
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writing which is o reol.reflection of the unique‘humon being
who composed it. There o6re 0 grest mony such motivetionol
olds., One 8id in motivating studénts to write honestly 1s in
providing o sensory experience prior to the writing. Burton
suggests bringing ovjects into the glnssroom, toking the
students outslde the classroom, ond using the moss medis to
provide sensory experiences for the student.lz Morgoret
Longdon encouroged her students to write immediately after
on emotional experience, ond she structured the first such
writing by telling her students exactly whot to writo on ooch
line of the poca in frece verse. She nlso suggests the use 6f
linea of poctry to motilivote writing.l3 Stories from literoture
con provide o viecorious emotionol experience thot will produce
honest composition. Also, Grohom suggests 8 unit on contro=-
vorsiol issues and en ides~centered unit to motivoto good
writing.l4 Geyer suggests discussing o controversial idea
ond hoving the s tudents write thoir opinions ot the height
of the emotional feeling.ls rlotka ond Lozsrus describe o
plon for teoching interpretative writing obout literature,
: and praise

Storen suggests the offering of tonglble rewardgﬂpo dis=
odvontoged studonts 9s motivotion for achievement. She o0lso
soys the teocher stould use mony different octivities to

teach one concept, whica she ¢olls the saturation opproaoh.16
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Thero ore 8lso mony mthods of tesching o student to
think cleorly while writing o cdmposition. The teqcher might
duplicoto severol porogrophs which have been paraphrosed into

simple languoge, ond have students motch these with poregraphs

17
. from thelr reoading., Moterial fram proce or poetry might be

parophrssed by the student. Students might proctice expending
simple sentences or bresking down complex sentences into their
component ports,

Summorizing is importont becouse it is "bstrocting, so
sumnorizing on orticle or writing o pré&is is good practice.
Gothering rioteriol on one subject from seversl sources and |
orgonizing it into o report helps o0 student leorn to categore
ize., Students might_be osxed to onolyze the reosoning in a
simple poragrapa or quotation ond decide whether it 1is sound
or unsound.

Teochers con teach composition by induction ond so
teoch logicoel thlaking. In this, the ms jor charvcteristies
of o moin character in fiction would be given by students and
listed vy the teacner. Then;one of the traits would be choson

ond students would moke & generaol staotement sebout the choracter,

d
using this treoit to descride him. The students ore osked to

give specific moteriol from the story to support this stotementc.

" As eoch item is suggestced, its relevonce must be determined,

VWhen the list is completed, detoils that foll into certein
groups should te put together. Then the students select
onother.charocter troit ond develop it in this woy into o

porogroph,
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To tooch students how to describe sctions, the teoocher

‘might set up @ situation thot requires fhem to observe an

oction'and theﬁ compose sentences thot describe the aotlion,
Lotor, the students might compose 8 porogroph of sights ond
gounds seen in a specific situation.lg

Studonts aight tope thelr writiﬁgs ond rend back to check
for cleorncss, ogreement, word cholice, etc.

Students might keep journals over o certain period of
time. Tho writings here would give them on opportunity to
discover themselves, their beliefs ond ottitudes by their
writings. Here they would be osked to record ldeos, not
ectivities.

Students might write popers for smoll group seminars anQ

reod them eloud for the reoction of 01l members of the group.

After tho s tudent paper 1s written, it will noed correcting,
revising, oad improving. This is 0 tosk that is hord to get
done. ©5Hut there are o few woys of getting this done more or
less poinlessly. Insteod of morking errors on the student
poper, the teocher might record them on & tolly cord ond let
the student proof-resd his own poper. Then bbe@teachbvchust
check to see if the student found all the errors. Tﬁe teachery
shcdh comment ¢n the ppper on the signifiocence, {mplicotions,
uniqﬁeness, or universality of the poper. Another version of

\
this iden is to let typiqg students moke first droft editions

o 2 .

G
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of eoch student poragroph, including errotis Then the student
on@ teacher correct these errors Eooperntively. .
i | Correcting errors 1ls done more pleoﬁsantly 1f the' poper
is going to be put to fury..» use, such as in o student
_newspaper, student vooks, student dromos, etc.
Another good way for getting students to correct thelr

own popers is for the teacher &o hove a conference with the

student. Here the poper will be discussed and vweoknesses

" pointed out ond suggestions for improvement glven.

All of these ideos about the plonning of o composition

curriculum, wmotivoting o< honest student writing, methods ol
teaching composition, and methods of correccting student
composition give hope to tha teocherﬁﬁﬁ improving his methods
of tcoching ond of helping the student leorn more efficiently.

(
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""ON RESEARCHING USAGE, SPECIFICALLY, "TTACHIKG STAIDARD USAGE {

PO THE NON-USER, FOR WHATEVER REASON HE MAY BE THAT"

For: Education 39C [Summer Vorkshop, June-duly, 1970)

Instructor: Mrs. Betty Hodges o

. Participant: Maryann W.,Pugh, Fori Mill High School

Introduction and Anolocsye.

Honesty may be the death of me vet, but hopefully, not
that of my students! My research on teaching usage is incom-
plete, in the sense that I am not prennred, at this poind, to

- pound into my fall classes with “1the method." On the other

hand, I have determined to keep looxing, realizing full-well
the weaknesses of old approaches.

. Copious reading and attentive questioning—-disrupted
by (1) literal fits of nausea, (2) tne disconcerting realization
that cven the most vocal aspiranic of new ways to teach uvsage
do themselves still insist upon “corrcct cremnatical structure,”
ond (3) a senerally suspicious confusion--resulted in thinly
veiled paraparases with very 1ittle "meat" and suzgested methods
with less specific classroon application.

I have concluded, therefore, that my carlier drafts
would have little benefit for the class members and would serve
only to discredit and emberrass me. [I have ncver been a Pro-
ponent of perpeirating pull.] I am writing insteod what might
prove beneficial to others, what hos resulted for me in new
attitudes--or, at least, a nealthful snalysis of attitudes present--
with which to approach the teacning of usoce. I snell attempi
to outline the experts' philosophies in brief and ©o includc
some suzgestions, which would nave to be applied individually to
each participant's classroon, and an annotated bibliogropny,
non-alphabetized.

My original subtitle was "no.t Do You YWant, Good
Crammar or GooG Taste?" I have concluded that waaet I still
want is both: an incorporation into daily usaze of structurally
sound constructions, and a real awareness of appropriateness ol

lancuage, designed for the situation and comfortable in the
circumstance.

b
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Recosnition of Chansre.

' Along with the general acceptance of paper napkins

and less formal dinners, hatless ladies at church, pants suits
in preference to cvening Jovns, multi-colored sairts, [loral
troustercs. ond mixed patterns in men's attire, dens' taking pref-
erence over iiving rooms and parlors in the building industry's
plens, former sedan owners' sporting hardtops ond station wagons,
itermis shoes and levis—--in short, signs of a more leisurely
living style in America--has arrived the neced for a more odapia-

" ble, more flexible, more realistic, indecd more reasonabvle,
more feasible language. If language_does reflect culture

: [re: Dr. loraan Greenberg's lectures], then surely, living

. pattern changes should indicate the neced for langunge to change

! and to grow with the culture.

v Many professional students of the lansuage--authori-
i ties, if you wisn--and an increasiny number of teachers-turned-
t writers feel that teachers, and esnecially ¥nglish teachers,
' seem to be the last Americons to accept this, and, ol course,
2 the Tirst to need tne understenéing. [Section I of the biblio-
graphy sugrests reading of utmost Lelievsbility in this area
of realigzing tne need Tor change.)

: lflost of us ond many of our collesgues have not
' been so naive that we did not realize tapl the textbook was

in no way, in many cases, appropriate to the needs of our
: students. fTae main difference between mony of us and the
; tesehers in the avove-mentioned reoding is that some people
pre cnjoying some ©ucCCeESR in doinz comething about the prob-
lem othexr tann constanily "bitening." For those who have
been tempied to throw away the text, my rescorcih would say,
"Do it, in 21l hasve--but ocuieily.” To those who fecl thet
the testing progzrom and/or resultant grouping nrocedures are
_ boged on falsc or unfair premiges, MY rececarch would say,
i "Disrcsard such ucores.” To those who feel that the suszested
curriculum is entirely unsuited to the needs of their students,
my research would say, in essence, "liake whatever ad justments
are nceded——-in tne classroom, not in the teachers' lounge.”
Any teocher must keep in mind, of course, that the most sincere
of good intentions, waile benefiting the student, may also get
one fired il nisunderstood. Therefore, any changing must be
accompanied by sound cormmon sense, Or what I shall continue
to call, a large dose oI "savvy." :
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Theories or Philosophies of Approach.

Three categories with varying subdivisions,
generally encompass the views related to approeach.

A, Tradicntion. Those holding this view
, advocate teoching all Aucricans to speax "standard" or
- necorrect" Engclish, regardless of their social or regional
: style or variety.

B. Biloauiglism or Tunctional Bi-Dielecticism.
Phese thooiists Lold that we, ag teacners, saould accept
whatever loncuage pattern or style is native to the child
and eventuully, teach him a second, "standard" languoge,
revealing quite Lonestly (in latec elementary or eardy junior
' high years) the social advantages for acquiring a "standard"
' lenguage pattern. The emphasis, however, is that a child
must first lecorn to expand, to discover the potential, of
language--with whatever tongue is native to him--before
. i " he can begin to "correct" or addalansuage without the
.o end rosult of limitinc his lansunme use. [ Bibliography,
' Section 1I, Welter Loban article]. See ¥,

—————tm  Mmm . Om AW v S B IS BSOS

i’ C. Anpreeciation of Dinlect Differences or ,

. Plureclisn. The pallosOdLy aere is vaslcaily wiatv language

i 1o an intimote part of every individual, and that we should
not try to chanze a non-gtondard dialect at all. That
rather, we should tcach understanding and appreciation of
each dialect Tfor its own sake.

Reaction to Regsearch.

At this point in my research ( I indicated eerlier
that I intend to keep looking--prooably forever.), I probably
em in closest egrecement with the second group above, the
bilogquialicis. However, I find myself bein; sympathetic,
upon occasion with the first group, and empathetic with the
experiments of the third. My biggesi "hanz~up" in reading

. the vast material in tais areo nas been the conflicting and,
' occasionally too technical, terminology. [Section III, Biblio-
: graphy].

L I realize that, in my own classroom, I have been

' bordering on this idca for some time, as I have empha-
gized appropriateness of language over correctness of

. lanmuage. 1 had not analyzed this process nor given it

oo a name. Likewise, many of tne attitudes expressed in the

; next section come nearer being "defined" for me rather than
i .-."“"W. n
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Methods ? Attitudes.

The question mark following the word "Methods"
above is what has driven me through various stages of frenzy
during this project. I am not convinced,at this point,as
to which methoda(g) would or would not succeed in achieving
easq or greater proficiency, in languasge use. I om convinced,
on the other hand, that change in teacher attitvde(e) will
effcet chance in tcaching method, boih consciously and un-
consciously, and that this chanjze will personify itself in
at lcast some of the following wayss

1. The teacher will no longer look upon a
dinlect as a "sloppy" form of standard English, but as
o language in its own right. [ Shuy, Fasold, amonz othcrs;
gee Scction IV, bibliograpny). And that, consequently,
ithe teacher will not look upon the individual who uses dia=-
lect as a lesser individual in any wey than the one viho
uses standerd dialeet. [Feigembaum; Fla. FL Reporter, par-
ticularly].

2. He or she will endeavor to teach an under-
standing ond respect for other language potterns, as viell
as Tor otuer peoplc. Tae structurcl differences in dirlccts
will be studicd ond incornorased in this teaching. [William
Stewort and Joun Saratz, sCucation Swudy Center, Wasnington,
D.C.--within books listed].

3. Reolieation that lenzuoge potential must
be developed before lunguage correciion can be effective will
be reflccted in ciwoices of :aterisls and in formulation
of curricula. [Lobon] Droblens with coherence and coor-
dination would ve greatly lessened by this approach, according
to rescarcn. '

4. The teocher will keep in mind thet early
lanmuese learning occurred throusa the eor and will, therecfore,
gtructure much oral language rearning, acsisted by visual
and audible instruction aids. [Loban, Labov, San-Su C. Lin,
Fla. FL Repcrter, ct. al.]

5. She will cmphasize language patterns, rather
than lancuase nomes, and will design orsl drills which "force"
responscs emphasizing tense, pronoun, verb, or whatever. In
short, use it, hear it, say it, before trying to write it.

6. She will by her manncr ('thoush not ingratisting)
convince the student that he con succeed, that he is able, that
there are many reasons better then toe "cop out" of being "dumb"
for not havint previously succeedcd in the_area of language in
our school systcm. [Rosenthzli's Dyrmalion].

preCh I
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ORAL APPROACH TO TEACHING OF FNGLISH TO THE DISADVANTAGED
: . FALL, 1970-71 -

Thomas Mann has said in respect to the importance of oral lanpuage: "Speech
48 civilization itself. The word, even the most contradictory word, preserves
contact—-it is silence that isolates.” Teachers, however, have shunned the con-
tradictory word, having preferred the silence which is conforting after irrele-
vant coumcntary or challenging specch has threatenéd classroom control. Yet oral
language is a vital key to the success of the student learning to read, write or
live.

Frank Reissman's The Cvlturally Derwived Child is a particularly revealing

study of the American disadvantaged, and his findings conceining the nabtdre of
the deprived student, his style of learning, his iu erests and goals in life sug-
gest that the traditicnal teaching methods have little, if any, value for him,
and that a new type of teaching must be divised for this child, who fears failure,
lacks reading, writing and test abilities, and who has a very poor self-image.
Along this line, Willian Glasser, psychologist with the California school
systcm, says that those who fail in society are lonely, and that féilure to lcve
end failure to achicve self-worth are the bases of school failure. Lacking the
motivation to succecd, these failures withdraw and become delinquents. Both My,
Classer and Mr. Reissman have concrate suggestions for a new teaching philosophy.
Red isman holds to the hidden IQ theory about this student, whom, he suggests,
makes a valiant attempt to cope with life. Yet, he needs to be prodded to proceed
upward, to learn responsibility. Glasser also says that the child must make a
commitmcnt‘to responsibility, and he cites the life of Helen Keller to illustrate
his idea that teachers who care accept nc excuses. But, his practical supgestions

for Laééning entail that the schoolrocom be relevant to life.

A
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David Holbrook, working with the Enplish schools, does not sce intelligence
'ae the main determining factor iu achievement, either. %hile the basic learner
cannot do academic work, he can do ereative work, Mr. Folbrook says. John Holt,
a& American educator, feels that much should be expected of the child with the
diffetént {carning style who can be mede to experiemce success, to Strain even
harder. We shares Glasscr's fealing thalt class 1s a privilepe aﬁd éhat iimits
swst be defined for this child co that he may learn inner control from oufer
control. Put Nolt points out that achool must represent a pleasurable experience
for the student vhio has very few satisfactory relationshins with adults outside
of. schooi of ten.

CHARACTEKSSTICS OF THE DISADVANTAGED STUDENT THAT SUGGEST AM ORAL APPROACH

Reissman points out certain differences between the inner-oriented, academic
student and the discdvantaged learner. The underprivileged are pragmatic and
non-intellectual, poorly informed, and susvicious of new ways and idcas. They have
very littls self-blame and want to get by, not ahead, he says. Uith short-range,
hignly personal goals, theirs is a physical life style. The disadvantaged
getudent, like his father, enjoys excitement, news, gossip, sports, cavs, and TV.

John Holt agrees that the learning style of the disadvantaged i3 physical
end motor-oriented. Melita Parker notes the predispositions of the culturaliy
deprived toward excitement, agressive argument, and action.

As for the black child, Beryl L. Bailey says that the Negpro children live
in a verbal, concrete world. wiﬁh a different concept of time. Roger D. Abrahams
describes\their "well-developed sense of language and of the power of words to

pass on information and to control interpersonal relationships.” He continucs,

"But the children derive this language not so much from social interaction with

adults (with whom they have been taught to be silent) as with other children."l
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Poosessing a lack of the traditional middle-class qualitites, the disadvantaged
learner has qualities upon which the teacher may capitalize, and an oral approach
to Enplish secms best suited to his tendency toward verbal language, physical
1ife style, and corcrete intercsts.

ORACY, ENGLISH f3ID AMERICAN

The importance of oral communication constitutes onc aspect of the innovative
approach to languare in England, and American educators are also adopting
this new oracy, in their own way.

James R. Squire and Roper K. Applebee in Teaching English in the Ini.ced

Finpdom point out that the English methods represcnt a higher concentration

on oral communication than tha American style. In comparison to the 4.9 percent
of classroom time spent on formal and infermal study of specch im America, the
British devote one-third of all class time to sneech and imnzavised drameg, and

some teachers would spend as much as sixty percent of their time in "talking

activities." This phrasc suggests another difference: their informality and

lack of structure which caused one American observer to define their activity as
"jittle more than a bull session."? &nd, yet this type of lecarning is defended
on the ground that "a great deal of our low level thinking in coming out into

words in discussion is clcared away and the essential central points are vcrified."3

thile some British teachers seém to lack direction at times, there also may b2 a
very definite sense of pﬁrpose in their oral activity.

What procedures do the British use in their highly successful oracy program?
Substantially, it seems to represent an abandonment of the formal anproach to
speech with its stress orn correct articulation and expression, thke use of public
debate technique. the speech before the class, and the aesthetic drama. Instead,
spahcaﬁéity fs the order of the classroom. There is no effort to diapgnose language,
and the history and structure of the language holds little interest. Instead, the

art of talk is developed. 7 >~
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This art of talking is developed in various ways: by discussion, informal
drama, panels, role playing, and brief encounters. The latter seem very sipg-
nificant, as they.involve informal arrangements in groups, students beine allowed
to leave the grounds for interviews, oral compositions, oral descriptiens, oral
games, and opportunities to talk to the tcacher about anything for ten minutes.

Interpretive evecch is fumortant to the English classroom, howecver. Story
telling, reading of draoma and poetry aloud, and improvision are not ncw, but the
enphasis on them may be.  The British teacher feels that it is important to road
literaturc aloud, to maka it come alive. Then, she fecels that myth should not be
read, but told, then dramatized, then interproted in writing, nerhaps. Story
telling f;r oldar children involves inventing a story based on 1ife situations,
which leads to discovery of attitudes and feelings about self and others.
Memorization also has a place in the British systom, accordine to Squire and
Lppleby, with favorite‘passages mem-rized and recit:d.

However, the British teacher opposes drill on usape, prorunciation and artic-
ulation, as such. She, or he, has a respect for dialect, also, and is coming to
scoru public school language.

Andrew “Milkinson, an educater of Birmingham, England, has said that speech
and personality are one. In his emphasis on "oracy" (his coinage), which involves
listening as well as speaking, he emphasizes "the exnerience of verbalization." 4

In an article in Enplish Journmal, he stated, 'Our communication is most of the

time through speaking and listening, and very little of the time through reading
and writing, and the less able our children are, the more this is true and will
ever be true.">

Many Rmericans also find tﬁeir own oracy approach. Anthony Adams says, "Let

spe -~ develop naturally;"6 Ruth I. Golden has emphasized the importance of

" oral communication, and the Houston Program has elaborated various ways to corract
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thr drop-out situation through verbal ability. ook, Jacobs and Crips in Yhat

Every English Teacher Should Know relate iack of oral cxperience to collese

failure. also, and suggests that “the child learns to become indepéndent by
being independent.”

James Walden has summarized research in oral languape undertaken by
the Joint Committce of 19G4 of NCTC, and note's: '"One area of neglect is the

8

relatienship between cral language activities and reading skills."” John B.

Carroll notes the relationship of writing behavier and speech and pleads for
“eontinuing the child's edueation in the use of the spoken 1anguage."9
SETITING

The “conprchensive classroom which is developing in Great Rritain has affin-
ities with our own integrated classrooms in America. Overseas the new type of
achool is bringing togother youns people of different social grouns, 2nd, while
they are still scparataed to some extent by "sercaming," this custem is also beinp
abandoned, gradually producing a heterogenzous classroom, say Squir~s and Aprleby.
American enthusiasm for using homogencous grouping which scemed to favor the
superior child has been examined anew. Not only do the disadvantaged students
learn from the intellectual child, but the more capable child alco learns fron
the deprived child. James Moffett says, "More learninp takes piace when students
of different ability, achievement, socio-economic class, dialect, sex, and race

’ 10-A
are mixed together."

ORAL ACTIVITIES

TELEVISION

The orientation of the disadvantaged child toward this aural and visual
medium reqPires that it be given prime consideration in the curriculum, I feel.
Herbert J. Muller notes its profound influcnce on attitudes, intarests and tastcs
an& sdégests that the tecacher needs to help the student analyze and make judgment.

The superstitious tendency of the disadvantaged noted by Reissman may represent

7
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the pull of the natural world, and ﬂ@ller suggasts that mass media has substituted
fnvalid oyths for valid ones.

William D. Bbdbutwell suggests tﬁat the following discussions may be un&értaken
in relation to TV: (1) comparison of TV with literature, (2) study of amount of
time spent on TV in relation to other mass media, (3) faulty idecas of love and
marriape, cconomic prowess, and juvenile delinquency given by TV, (4) rigpged TV,
(5) cffeet of morals, mdnners, values and codes represcated on TV.

Neil Postman looks at TV, and suggests its limitations as a med{ium. But
he notes that it focuses on people, a fact which helps to explain its fas-
cination for the disadvantaged vicwer. He suggests an analysis of the Western
as a modern morality play, of a study of the various classifications of pro-
grans, as well as a study of the myths perpetualized by the "tube." Sovcech
patterns may be studied, and dislect conpared to the standard speech of
announcers and other formal speakers.

NEWSPAPER AND PICTORIAL MAGAZINES

The visual anproach makes these representatives of the mass media legical
for use with the disadvantaged, also. Howard F. Decker has offered many ideas

for teaching the newspaper in the classroom in his article in Fnnlish Journal

of February, 1970. Some seem partilcularly adapted to the disadvantaeed classroom,
‘ including délivery of the newspaper to the room daily (many children do not have
one in the home); discussion of the make-up of the paper; word study, including
new words and usage; discussion of differcnce between Sunday and weekly icsues;
f4nd ones answers to questions about the paper (improvised by teacher): findinp
errors; pretending to hold a press conference; pretending to buy stock; dis-
cussion of the frec press and its relationship to democratic soclety. lir.

Deckes elaborates upon these ideas and also suggests others, but the ones

[} D

mentioned seem to furnish ample opportunity for oral activity in the disadvantaped

claesroon.
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TAPE RECORDER

David Holbrook thinks that using the tape recorder only for the disadvantaged
éervcs as an incentive to them. Ruth I. Golden uses the tape recorder to improve
patterns ofilanguage, making a kind of teaching machinc. of the inatruncnt!o-n
She devises fowrtecon tapes invelving listening, repeating and incorvoratine
some writing. She uses a variety of voices.'male and female.

The tape rocorder may be used for oral composition, for reading into, fer
listening to while reading, or for recording dramatic and othor oral activities
in the classroom.

TELEPHONE

The Jiouston experimental prosram described by Jozie nocklo-c uses a tele-
trainer to improve tclephone conduct. Students learn to make appointments, place
ordars with stores, or to report emcrgencics. his proccedure involves motor
skill of a slizht depree which apreals to the culturally deprived "“ild, but,
mainly, this engagement is relevant to his life.

DRAMA

James Moffett recommends improvisations based on a previous reading
eelection, on "a situation abstracted by the teacher from a piay, a stery, or a
poem soon to be assigned, an original student idea (or) a situation embedylng a
moral, soclal, or nsychological 1ssue."ll The abstract of literature seems
an excellent device for motivation to readinp, or cxposing the student vho
will not read to ideas in literature.

Moffett also uscs panel discussions which are types of drama based on
role-playing in order that participants may be exposed to various points of

vicw priom to the resumption of their own role in the panel presentation.

Mr. Moffett also uses writtcn scripts devised by the students for emactment.

‘- L]
ar ".':"
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Jameg Waldcen cit2s Frank Whitehead's emphasis on drama, and he himself also

12 Me makes a game of dialect, letting students

recommends it for the classromm.
gpeak to various simulated sociological groups. He also thinks drama should
be read aloud for total appreciation, but has the student read silently first.
Re may then record readiug or enactment of drama.

Andrew Wilkinson employs mime with "blabla" talk--nonsense words which
acconpany correct expression and gesture. He also sugpests f1lm making and
nmaking of recordings to be taken to charitable institutions, and activity
which involves the students in further speech activities on 2 meaninpful level.
It scems that live dromas cculd also be taken out of the classroom with sone
goal other than a ~cormmercial one.

OTHER TALK

Wlidngon describes informal speech at great length ir his Sroken Fnplich,

and would make thia central to the classroom. Pis "brief encounters"2 range

from repeating a tongua twister to talking for one minute about an object. Other
devices that might be used include the naning of cverything in the room with-
out stopping, looking at a picture and describing it; describing a nlace and
letting other students guess what it is; explaining how to do something or how
to get sonevhere; explaining a proverb, pretending that you are talking to

a foreigner; giving an answer to a riduculous question such as "thy do you

bark at dogs?"

An article in Media and Methods of February, 1970, sugzests the development

of sensitivity to others which is oral and aural in approach. Roward Kirschenbaunm
reports a tcacher’s assignment to do the following within two weeks;

(1) wiar old clothers and sit in the waiting room of the State Employment
office.

=~

=\2)’.Go to an elementary school and read a story to a child, holding it

on your lap.
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(3) Go to a magistrate's court to observe the "customers.”

(4) Spend a few hours in a prowl caf.

(5) Read two issucs of a ﬂegfo newspaper completely.

(6) Go to the community health center and take a secat in line.

(7) Compare the prices of a TV set at a credit store and a resular storc.

(8) Live for thrce days on the amount of money a typical weifare mother
receives. (This would involve inquiry at the local welfare office.)

All of these involvements sugpest fruitful bases for stimulating and
revealing class discussion as well as for writing experiences.
OTUER RELEVANT CLASSROOM TALK

. 14
William Glasser suppests concrete questions for discussion:

(1) If you has $1,000,000 would you quit school? ‘hat would you d;?r
Vhy do you nced to go to school?

(2) Do rich or poor ncople work harder?

(3) Could we iunrove our school?

(4) What if you scayed home today? that would you do?

(5) What does 1t cost to go to college? Should you (or another) work to po?

(6) Do you carn your keep?

(7) Sgould parents mortgage a house to send A child to collcge? Should the
pay it back?

(8) Pow do you make friends?

(9) Do you have a friead?

(10) Why do people have a need to conform? Do nippies conform?

(11) If you were to change into an animal, what would you be?

(12) \ Who would you like to be beside yourself? Principal? Teacher? Mayoyr?
President?-

Lo =

(13) How would you teach this class if ycu were the teacher?

o 8
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(14) what 1f you changed sex?

(15) Uhat 1f you changed racef

(16) 1f the teacher were sick and there were no substitute, and the
principal told you to organize and teach yourselves, vhat would you do? “ho
would be the leader?

(17) vhy do we pay taxes? %ho Pays the uwost? Mow should they be levied
to be fair?

(18) If soncone paid you $50 to stop your family from watching TV for
three days, how would you do 1t?

(19) What 4f there were no books? If you could choose one book, what
wculd it pe?

(20) Should pecople be alloved to get a divorcec? Fffect on children?

(21) Yow long should you know someone before you get married? flow old
should you be?

These suppestions of Mr. Glasser offer developmental speocch activities
in a free atmospherc which may serve to allow the student to ask his own
questions or give some of his owm answers to some very difficult problems. 1In
this process, he is becoming moreadept at the use of language and perhaps gaining
maturity and a better understanding of himself and others.
CONCLUSION

The cuphasis on oral communication has several important imnlications.
It 1s cssential for stablishing group rapport, for discovering the child,
and for motivating any kind of learning. Put, the main goal for the teacher
of the disadvantaged child will be to assist in building an improved seclf-
ccncept.  Pe can only do this through informal, relaxed, open talk. Literature
may serve as\a focus, often, and has a value of its own, but without an oral
empha. _. . it does not serve the culturally deprived child. He may never be

motivated to read z book, even then.
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But Ehe culturally deprived child does watch TV, is interested in
pictures and happenings, and wants to krow about people. Hopefully, he can
be talked into a new lifc style that rests on dcchOped inner resources. Thus,
we hope, he will become a happier person with goals of lonper range, and will then
be in a position to make a valuable contribution to society as a rroducer rather
than as a consumer ONLY.

ADDEIDA

I cannot see that this program can succeed if the present enphasis on gradinn '
and exénination is maintained. The whole idea of the development of self-
concept supfs:sts long-ranpe goals vhich are relevant to life, while grades
and factu;I testing inaplics short-range goals in an area vhich is inapplicable
to life.

Bowever, by using the oral approach, I feel that the "examination"” may
assune a rore meaningful and individual form, and that the culturally deprived
child may have an opportunity to prove himself, whercas he may be frustrated
by paper and pencil and the threat of red marks. In the end, any grade is
highly subjective.

B. F. Skinner's theory of fecdback and reinforcement may be used mora
logically in oral approach to learning than in the usual vwritten testing which
precludes the instant reinforcement so vital to learning.

Materials
Bell Telephone Film, “Alphatet Conspiracy”

Stonly, Jean and Barbara D., Learning Discussion Skills Throuzh Games.

New York: Citation Press.
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TEACHING POETRY TO TLE DISADV.ANTAGED
JUNIOR RIGH SCHOOL STUDEWT

Poetry can and should be an integral part of the English curriculum for the
disadvantaged as well as the average and accelerated junior high school student.
Upon reading the previous statement a teacher mignt feel that the disadventaged
student could profit little from a study of poctry because it is difficult to
teach poetry to any Student, let alone one who is limited in his ability to read,
his vocabulary, and by his realm of experience. Hevertheless, my rescarch in-
dicates that poectry is an important aspect of the curriculum for the disadvantaged
student.

Prior to a discussion of the rationale bchind the teaching of poetry to the
disadvantaged student, it must be made clear that before a teacher can begin the
tcaching of poetry to any student, she must first of all possess a genuine love
for poetry. She must be enthusiastic and imaginative in her approach to poetry.
Simply assigning ccertain “traditional" poeme to be read and discussed in class
48 not cnough for these studecnts whn are genecrally turned off immediately by the
mere mention of the word poetry. In the methods and materials section of this
paper, some ideas and suggestions are offered which may provide the tecacher of
poetry a means of reaching the disadvantaged student in a way that no other type
of literature can provide.

Perhaps one of the hest argumcnts for the teaching of poetry to the dis-
advantaged lies in the fact that children have a natural liking for poetry.1
Early in life children learn to know and love nursery rhymes. This natural liking
for poetry must be cultivated by exposure to poems that children enjoy, not des-
troyed by gxposure to poems which are irrelevant to the child.

Teaching poctry to the disadv-antaged student is also valuable because it may
heiﬁ_{aése l¢ss privileged students sec beauty in a world about them which 1is

frequently dreary.2 Possibly, these students, because of thelir precccupation

7
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with perscral problems, have failed to see the bezuty of simple things in nature.
These students must be shown through exposure to poems which make us aware of come
primary experience, that poetry is not hidden bchind a gate; they need only to
open their eyes and sce 1e.3

Stephen Dinning in Teaching Literature To isdolescents - - -~ Poetry lists

three reasc.. . for teaching poetry. First of all poctry enables the teacher to
bring a complete work into the student's focué as if he werelooking at a picture
painted with words. Second, poetry is generally richer linguistically than other
litcraturc, therefore, it builds vocabulery and enriches sentence structure.
Finally, poctry encourages the student to think about life.b

As a final statcmeat in favor of the teaching of poetry to the disadvanteged,

David Holbrook in English for the Rejected says that because these children are

deprived they have much sorrow and many aspirations. Thus poetic fantasy is for
them one of the principal means of understanding life, acquiring self-respect and
relecasing their potentialities. "An education which fails to develop the poetic
function in them will fail to bring them towards literacy or articulatencss.™
The methodology of the teaching of poetry to the disadvantaged studont, in
particular, is rather limited. However I feel that many methods of teeching
poetry to students, in genetral, will probably be effective with the disadvantazod.
Therefore a combination of thesc methods will be discussed here.
There are various points in the teaching of poetry on which most experts
tend to agrec. Although sqveral‘authOts might have presentced these same gencral
ideas, credit is given here to those who stated these idcas most profoundly.
Most noteworthy of these points is that poetry, vhich is taught should be relevant
to the experiences of the child,® Children will accept more rcadily poems about
things and ‘situvations with which they are foriliar. This is not to sa} that the
claxjé.s'shéuld be omitted but that they must be taught only as they can be

related to the child's reczlm of expetience.7
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Another point frcquently made is that the teaching of poetry should be .
aimed at understanding meanings or experienceing the feeling of the pecoms rather
than emphasizing titles and authors or terminology and techniques.8

In turning t; more specific methedology and materials used in the teaching
of joetry, it is evident in the examples which follow that there is a trend tcward
relevancy in poctry, experiencing a poem, and, in short, actively involving the.
student in the study of poetry.

Pcrhaps one of the best methods for imtroducing poetry or establishing
smong the students the idea that they alrcady know something about poetry is to
play some popular recordings. This could lead to a unit on folk ballads or possi-
bly a thematic unit.?

The creation of a class antholcgy or a personal notebock in which favorite
poems arc collected could prove valuable in helping students descriminate Yeood !
poetry from 'bad” poetry.10 The teacher should keep a folder of poems to bring
out when therc are a fow spare minutes in class. The students could bring in
poems them like to go in this collection or they might provide dravings to accom=
pany the pocms. The poems might be based on a ccrtain subject or theme. Allow
the students to present the poems to the class froquently.” 11 ‘

Three particular types of poetry have much appeal for adolescents. The
first, haikce, has many psssibilities especially for writing poectry. Students
can £f111 in a missing line or lines of a haikce and progress to writing their
own, using a word or words supplicd by the teacher as a starting point. Scecond
are typographical poems which appecal to the studeats because they are eye-
catching. Place one on the overhead projector end students will begin to ask
qﬁestions about it. The third, concrete poems, arc also valuable bccause they
are cye-c;:ching and arouse cutiousity.12

Y3 mmakespeare should not be neglected when poetry is taught. Because of the

dif"fcule language, it was suggested that movics of Shakespearcan plays bu shovm
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prior to the recading of the play. Then the class can be divided into groups and
given parts to act out. Performances cam be criticized and discussed by the
class.l3

Mad Magazine has also provided a mcthod of teaching poetry. The magazine

frequently prasents parodies of poems. These examples are useful in preparing
students to write their own parodies. Hearipg the actual poem read or a record-
ing of the original cnables the student to compare the two poems and, eventually,
write parodies.16

One method of teaching peotry can eénable students to seec the value of comnuni-
cation. This can be done by choosing a difficult poem to read to the class, a
poem which is stiff and formal. Allow the students to express their inability
to compr;hend the pocn. Then read a poem written in "their" language such as
"Motto" by Langston Hughes. Have thc students explain to you what is meant by
the poem. This puts thcm on the level of the teacher while it establishes a
value of poetry as a means of conmunication.1d

Choral reading is another method of actively involving the stwdent in
poetry. Allow the students to arrange poems for reading and divide the class into
parts. This helps the student become faniliar with poetic rhythm and style and
be a better speaker and reader. The teacher should male certain that vocabulary
and figures of speech are understood before the readings.16

One teacher of decprived studeats felt thet students would eventually come to
appreclate poetry if ecach day they were given a copy of a poer: to read either alome
or together. Avoid forcing the students to discuss the poem. If they do not
respond, put the pocm aside and bring it out again later.17

David Holbrcok, in English for the Rejected, makes many specific suggestions

3
for tcaching poctry to the disadvantaged. Scme of these are comparable to those

of .:'r authors previously mentioncd. There axe others which should be brougit

out. Holbrook suggests that students should learn some simple poems by heart.
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They should paint pictures of poems. Teachers shomld read to the students fre-
quently. He also suggests that passages to read from the Bible and hymns should
be discussed.l8
| _The methodol&gy of teaching poetry to the disadvantaged is limited. The
previous supgestions should be a starting poiant for ecach individual teacher
toward developing new methods.

| The matcrials nceded for teaching poetry to the disadvancaged child take us
back to the idcas of relevancy and involvemecnt of the child. Some of thesc materials
have already been mcentioned in the discussion of methodclogy.

There is a varicty of equipment which is valuable in the tcaching of poctry.
Records and movies play a vital part in stimulating interest. The overhcad pro-
jector pr;vides the class the opportunity to view the poem as a whole. The ‘ape
recorder allows the student to hear himself and thus improve his ability to read
pectry.

There are many volumes of poetry available. The more recent ones are most

appealing to the students. Books in series such as Man - - - In the Poetic liood,

Some Haystacks Don't Even Pave any Necdle, Reflcctions on_a Gift of Watermelea

Pickle and Voices - - - An Antholoay of Poers and Pictures are valuable in the

teaching of poetry becausc most children simply enjoy hearing them. Poetry of

Relavance and Pootry of Rock ave also valuable in working with the dis.dvantaged

Junior High school studcnt. R:zcords are available to accomwpany many of ithese
books.

After considering the arguments for teaching poetry to the disadvantaged
student, the methods to be used, and materisls nceded, it is safe to assume, in
conclusion, that pretry can open up many new avenues of experience for the
disadvantaged junior high school student. It is the teacher's responsibility
tO';°;ianiz; these students and, ulitizing the mctho.'s and materials available,

" share with the student her genuine love for poctry.
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FOOTNOTES

1. June Byers, "Using Poetry to Help Educationally Deprived Childrea Learn
Inductively,"” in Dimensions of Dialect, ed. by Eldomna T.
Evertts (Champaign, Illinois, Hational Council of Tcachers
of English, 1967), p. 47.

2. Patricia Parker, "what Comes After Mother Goose?" in Aspects of Reading,
ed by Fldonna T. Evertts (Champaign, Illinois, National
Council of Teachers of Engligh, 1970), p. 17.

3. Henry I. Christ, "The Gateless Gate to Poztry,” in English Journal cd. by
Richard S. Alm (Champaign, Illinois, National Council of
Teachers of English, Vol. 57, October, 1968).

4. Stephen Dunning, Tcaching Literature to Adolescents - = = Poetry (Glenirew,
Illinois, Scott, Foresman, and Co., 19066)

S. David liolbrook, Enrlish for the Rejected (Cambridge, Cambridge University
Press, 1965). .

6. Edound J. Farrell, "Literature for a Time df Change," in English for the
Junior Nligh Ycars ed. by Stephcu Dunning (Champaign, Illinois,
Natioral Council of Teachurs cf English, 1969).

7. John B. Karls, "Iwo Approaches To the Culturally Disadvantaged Student,”
in Wisconsin Council of Teachers of English, (Junc, 15€6).

8. Margaret B. Ackerman, "Why I Don't Teach Pcatry,” in Enplish Poetry
ed. by Richard S. Alm (Champaign, Illinois, Nationmal Council
of Teachers of English, Vol. 57, October, 1968).

9. Teaching Literaturc In Grades Seven Throuch lline, ed. by Zdward B. Jeakinson
and Janc S. Hawley (Bloonington, Indiania, Indiana University
Press, 1967).

10. Parker, p. 17.

11. Dunning.

12. David Burmester, "Poems On the Wall," in Media and Methods, ed by Frank
McLaughlin.

13. Jeanette J. Honke, "Romeo and Juliet and the Disadvantaged,” in Enzlish
Jourrnal ed. by Richard S. Alm (Champaign, Illinois,
National Couucil of Teachers of English, Vol. 59, February, 1970).

14, Betty Sanders, "llad Magazine in the Remedial Class," in English Jourral
ed. by Richard S. Alm (Chenpaign, Illinios, lational Council
of Teachers of English, Vol. 59, February, 1970).

15. Langugge Programs for the Disadvantaged, ed. by Richard Corbin .nd ifturicl
Crosby (Champaign, Illinois, llational Council of Teachers
of English, 1965)}.

.3 °
16. Durning.
17. Byers, p. 49.

77
Holbrook.



BEST COPY AVAILABLE

BIBLIOGRAPHY

1. Ackerman, Margaret B., "Why I Don't Teach Poetry," English Journal, Vol.
57, October, 1968, pp. 999-1001.

2. Burmester, David, "Poems om the Wall," Media and Methods.

3. Byers, June, "Using Poetry to Help Educationally Deprived Children Learn
Inductively,"” Dimensions of Dialect, Champaign, Illinois, Natiomal Council
of Teachers of English, 19¢&7, pp, 47-51 :

4. Christ, lenry I., “The Gateless Gate to Pcetry," English Journal, Vol. 57,
October 1968, pp. 995-998.

3. Corbin, Richard, and Crosby, Muriel, ed., Lancuape Pregrams for the Dig~
advantaged, Champaign, Illinois, National Council of Teachers of English, 1965.

6. Dunning, Stephcn, Teachinp Literature to adolescents - - - Poetry, Glenirew,
I11linois, Scott, Foreman, and Co., 1964.

7. ‘Farrell, Edmund J., "Literature for a Time of Change," English for the Jurior
High Ycars, Champaign, Illinois, Watiomal Council of Teachers of English, 1969.

8. Hanke, Jeanette J., "Romco and Juliet and the Disadvantaged," English Jcurnal,
Vol. 59, February, 1970, pp. 273-276.

9, Henderson, Harold G., Haiku In Enalish,

10. ‘lerbert, Edward T., "On the Teaching of Poctry," Fnglish Journal, Vol. 54,
April, 1965, p 334.

1l. liolbrook, David, Fnglish for the Rcjected, Cor' ~idge; Cambridge University
PIress, 1965.

12. Jenkinson, Edward B., and Hawley, Jane S., Ed., Teaching Literature In
Grades Scven Through Nine, Bloomington, Indizna, Indiana University Press, 1967.

13. Karls, John B., "Two Approaches to the Culturally Disadvaentaped Student,”
Wisconsin Council of Teachers of English, June, 1966.

14. McLaughlin, Frank, "Seeing With New Eyes,” Hedia and Methods.

15. Mecklenburger, Jemes A., "The Poetry Pickle - - - Some Reflections,” English
Journal, Vol. 59, February, 1970, pp. 263=265.

16. Parker, Patricia, "wWhat Come= After Mother Goose?' Aspects of Reading,
Champaign, Illinois, National Council of Teachers of English, 1970.

17. Perkins, Rachael N., "On Teaching Poetry,* English Journal, Vol. 55, January,
1966. pp. 91-92.

70




BEST COPY AVAILRSEE

18. Sanders, Betty, 'Mad Magazine in the Remedial Class," English Journal,
Vol. 59, Fcbruary, 1970, pp. 266~267.

19. Squire, James R., ed., Response To Literature, Champaign, Illinois, Mational
Council of Teachers of English, 1966.

20. Sweetkind, Yorris, Teaching Poetry in the Kirh School, New York, The
MacMillan Company, 1964.

7/




SEST COPY AVAILARIE

SATURDAY'S LESSON

The teacher cut me down today

(Wit-picking, he called it! he Jdidn't see the difference anyway)
And roared to his poet's defensc.

Well, thousht I,

As the lines merged into icdiocy,

I won't risk that again.

Then I reocmbered Jim's black, inquiring face.

Jinm,

City-bred and seventeen,

Had callca Wordsworth's Nature stupid.

He'd said,

“It scems he's always huggin' trees."

Cc~ly, I had rcplied,

"“"The immaturity of sccond-semcster scniors never CeaseSeeaae”

Joan L. Wallenhorst
Enrlish Journal
October, 1968
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CORRELATING BLACK POEMS IN AN ADOLESCENT LITERZTURE
PROGRAM FOF. THE DISADVANTAGED

The disadvantazed student has not had adegquatc opportunities to observe, '
perceive, respond or reict tc poenomena liable to trigger readiness for broad,
abstracy, iatellectual and verbal pursuits. Often the bleck child espccially
has not been exposed to experiences that aré satisfying, exciting or enlighten-
ing; instcad he has been in close contact with deprivation, hostility, and
violence. In school, ha is bomborded with synbols-spoken or written in a
dialect different from his own-but he's expected to open up, respond, learn
and to communicate with the symbols. Effectively communicate. The young
black struggles but finally, confused and defcated, lapses into an old retreat
for the black man-thc semi-limbo, half-shadow of the outskirts of learning.

He settles there as his forefathers had remained spiritually in a squat on the
outskirts of life in America. Since he wes segrecated, no one paid much atten=
tion to him.

Now many blacks are no longer segregated, but attend classes with non~-tlacks
shouldering a dual deficit. Not only is he disastrously disadvantaged, but he
has a negative self-image which is at the very core of his being no matter how
many protests he has attended or freedom songs he has sung. To be black has
always meant as the childrea say in a game, ~‘Black, black, you stay back.” low
that the white pcople have arrived at a painful recognition of their own moral
conscience, the black student enters the middle class school where he may feel
more crushed than ecver. le is often culturally deprived and black-culturally
negative.

Many)blacks consider Stokeley Carmichael, Nap Brown and Malcolm X as
necessary evils. Though movements by black militants have not captured the

- respect of most blacks, they have captured their full attention and Black Pride

is evolving the black man's self-image is clevating but tcachers can still see

ERIC 15
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gomething of a chastened spirit in young black students.

A lack of awareness has fostere& a cultural disadvantage in many white children;
they need growth in understanding!

Teachers can seec that disadvantaged students have difficulty profiting from
the traditional curriculums. Ideas about providing stimulus for an enlightencd
self-concept for blacks, an enlightened awvareness for non-blacks and methods for
accomplishing these goals abound in research as black spokesman-often themselves
literary artists-and non-black educators seek to reinforce the growing teacher
awarcness of the problems disadvantaged students have in the classroom and sug-
gest approaches chrough black literature to creatc increased dignity, empathy
and learning.

The gigantic undertaking to improve instruction with these goals in mind
is comparatively rccent and includes its sharc of coutroversy. It is grantcd
that black literaturc should become an intogral part of teaching English but just
how to go about it is thc core of conflict. Mony fecl as David Baren in the

May, 1969 cdition of Phi Delta Xappan that in order to treat black literatura as

a product of a distinct culture, it should be isolated from the regular English
course~-taught as a strarate unit or course.l Othcrs aspire to corrclating seclecc-
tions' by minorities with those from the mainstrecam culture te greater facilitate
enpathy. A correlation of works by both cultures with emphasis on the leng
neglected blacks ic the purpose of this research bocause as William F. Marguardt
says:

Empathy is a product of the impulse to
create literature, which in tuen grows out
of man's need to explore his cum feclings,
his feelings toward othcrs and the feelings
of others toward him in a varlety of situa-~
tions as he tries to bring about a better
world.

Which black selcction's to include in an adolescent litcrature program has

also become a controversy. Judy A. Hcedlee in "An Fducational Approach to Negro
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Individualism” opposes the use of what she terms “literature which advances the
doctrine of cnvironmental determinisﬁ. . « " those works "of doubtrul aesthetic
value as by Eldridge Clcaver, James Baldwin, Stokely Carmichacl, Martin Luther
King, Jr. and Malcolm x."3 Miss King would have English teachers avoid the social
concerns of black literature and concentrate on artistic forms. Others would
varn that this attitude would be regarded by.black youths as arrogant and blind.
The teacher must be selective for the good of all coacerned but no purpose weuld
be served in deliberately ignoring all tones of protest. The attempt would be
devoid Sf relevance to black adolescent experiences.

A great decal has been said about the causes cf the learning style of the dis-
advantaged students. The backgrounds of the students quite often involved mal-
nutrition, chronic illncss, carly death, violence, muider, suicide or drug addiction
and he unlerstands best a world in literature that is familiar. His linguistic
limitations necessitate that lessons be taught in language simple in structure,
vocabulary and idicms within  context of objccts, activities and values familiar
to the leacner. Because blacks have boen conditioncd to think of -ainstream cul-
ture members as natural enemies, the English tcacher should portray minority per-
sons as liue, unstercotyped-interacting with dignity and tespcct.a

Poctry is a natural avenue to empathy and increased learning since children
are naturally poetic. Listen to the games they play and the rhymes they meke up
and chant. Two high school boys were observed at Fairfield High School in Winns-
boro having a verbal wrestling match in which the winner would surpass the insults
of the loser. The pace of the conversation was swift, the insults highly inven-
tive and permected by a definit> rhythm similar to that used in former jive-talk
among. blacks. Students have creative abilitics and they know what "turns them on."

English teachurs complain that they don't like poetry but that is becausc
1t has been handled as a highly complex form of art rather then as an cxpression

of fceling. Boy: have c¢specially shown an attitude of apathy or even onc of
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disgust toward poetry. This problem is explored by Dwight Burton im Literaturc

Study in thc Hipgh Schools where he asserts that boys are suspicious of sunsets

and flowers and that they should be shown the "toughnoss and excitement of poetic
language, the wide variety and virility of the subject matter of poetry.“s Poecms
for this purpose are such as: "Dula Et Decorum Est" by Wilfred Owens and “Tired"
by Fenton Johnson. Both deal with some of life's upliness.

Approaching poctry thematically along with othcr literature on the same the;;
has becn found by many to be more effective than limiting a unit to peetry study.
To study poems rather than poetry is discussed by Margaret B. Ackerman in "thy
1 Don't Teach Pcetry.“ﬁ This rescarch adhercs to neither of the above theorics,
rather it sugpests methods, materials and poems uscable for a class of integrated
disadvantaged students.

.Repcated throughout the books and articles consulted is the idea of relevance
and the MacMillan Gateway Scrios’ offers a rclevent approach to folk son2s and
ballads which are attractive to young people with their deep interest in rersonal
relétionships. In "Stories and Versc" of the series, the ballad "John Henry®
is handled sctting forth poal of understanding about heroism, values and pecple.

3

With this, the text of "John Henry" from the Afro~American Literature Series® can

be used to show more of a black man's culture and a further follow-up to invelve
students in a comparison of worlds in "John Eenry in Harlem" by lelvin B. Tolscn.”
"Molly Mcans" by Margaret Walker is also in the Gatcway Series involving students

in using their voices and dramatizing. Besides illuminating mo;d and rhythm, this
poem gives blacks an opportunity to speék of root workers and spells which erz

a part of their backiround. Writing stories in versc as a class and taping poems

are also hendled in the Gatcway Series. In working with ballads, students will

be excellent resources for recordings of ballads that have bccome popular tuncs

. as "Frankic and Johnny", "Stapolee”, "C. C. Rider" and the Rallad of Leroy Joncs."
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The last, done by R. B. Greaves concerns an adolescent drop-out so should be quite
relevant. Students love action and the disadvantaged student even morTe 8O since
he can not always be sﬁfficiently verbal. 'With the ballads, there is ample oppor=
tunity to involve students in activities such as: reading parts, dramatizing and
wich "John Henry" pcssibly hammering out the rhythm on stcel spikes or nails.

The introduction of dialect poetry dema;ds some thought and careful planningy

to avoid having black students in an integrsted class fcel rediculed but Barbara

Podds in Negro Litcrature for Hiph School Students suggests discussing Paul Laurence

punbar in connection with other writers of dialect as James Whitcomb Rilcy and

that students will delight inm hearing recordings or talented readings of “Little

Brown Ba%y,” "Scamp,” and “"Wadin in di Crick." There is a progression hexe from

the infant who is afraid of the bogey man, to the tired toddler, to the scheol-

bby.lo Other humorous dialect poems concern love and courtchip, a now experience

for adolescents - "Discovered" is about two false lovers, “The Rivals® concerns

two boys fighting over a girl, " A Frolick” is about boys chasing piris an?

"ghe 01d Front Gate" shows a fathcr's vicw of courtship.” The trapic dialect

poem "Puttin the Baby Away" expresses a father's gzrief at his child's death-a

deep emotion in simple words.12
Using populer tunes, folk songs, soul music, rock and roll music and spirituals

both to elicit interest, and as poetry themselves is an icdea found in many recent

articles in the Enplish Journal, lledia and Methods and other sources..

Frank McLaughlin in "A Recipe for Triggering Relevance” lists several ingredient:
~one of which is this: "Scholarship in such areas &s folk, rock music, current
£ilms, newspapers and magazines and less concern for the niceties of the pasc."13
Mr. McLaJEhlin suggests the Simon and Garfunkle album-Parsly, Safc Rosemary and
thmg_whiéh contains songs as "The Dangling Conversatien," "7'0clock iews Silent

Night," and "Scarborough Fair Conticle.” These are useable with themes as Alienation,

War, Personal Identity, etc. Ia the same article, a plen is devised to create
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a unit, "The Authentic Life" with the teacher using the recent 45's "The projer
Ornaments” by the Free Design and “Me, Businessman” by Ray Stevens. These attach

14 "Keeping Up with the

materialism, short range goals and middle class values.
Joneses" by the Temptations will work here, too. The Soul songs: “The Son of
Hickory llollex's Tramp" by O. C. Smith, “Only the Strong Survive" by Jerry Butler,
"] Can Never Go Home Anymore” by the Shangri-Las, “Love Child” by Diane Rnss can
be a part of an exploration of feelings about mothers using the poems: ¥*Hother

to Son™ by Langston Mughes, "Sonys for My Mother® by Anna Branch and "To liy
Mother® by George Barker. David Henderson's poem “Keep on Pushing" has its title
taken from the Imprcssions' recording excerpts from the song are found throughcut
the poem. The recent "Black Pearl" could introduce Langston Highes' "Song for a
Dark Girl" as could "Sittin on the Dock of the Bay" be effcctive with Huches'
"Evénin' Air Blues." Howard Kirschenbaum in “Apyroaches and Materials which-short
of donninz a black skin-effectively re-create the cxperience of black Anerica’~
(Media and Methods, October, 1968)-says that Harper's peem "The Slave Auction™

was made more alive by playing “Bid Em In", a selection om the Oscar Brcwm, Jr.

albun Sin and Soul.

Read spirituals as poetry (the Dubois chapter on the sorrow songs in “Sauls

of Black Folk", James W. Johnson's Book of American Spirituals and his pocm. “Oh,

black and unknown bards").l5 Barbard Dodd suggasts concentratin: on James W.
Johnson's God's Trombomes at Easter scason.1®

Other various ways of approaching black poetry to produce empathy and increasoc
learning can be found in the sources cited espécially Dodd's book and Kirschcnbavn's
article where he describes using Hughds "Impasse” and "History" with the Kerner
Report. |

Kenneth Kinnamaun offers four practical suzpestions to the English teacher of

black disadvantaged students:
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Recognize and respect black verbal
inventiveness, innovate freely, connect
literature as closely as zossible to the
lives of your black students. Be black.

. If you can't be black, think black, try

~ to develop a black heart. . . «+ In all
things be receptive and empifhetic-
empathetic not sympathetic.

Using varied approachés and relevant materials will stimulate both cmpothy
between minority and mainstream culture members and increased learning in the
English class.

Some sources for materials besides thosc (and sometimes iZcluding these

already cited are as follous:

Sources of Poctry

Bontemps. Arna, editor. Golden Slippers: An Antholopy of WHcers Pootry.
Harper, 1941 ($3.95)

Brinnin, J. and B. Read, cditors. The lodern Poets. MeGraw-Hill, 1%33.

Brown, Sterling. Ncpro Poetry and Drama: Thoe Nepro in Amcrican Filcticu.

Brooks, Gwendolyn. Bronzeville Poys and Girls. Larper, 1986, ($2.50

Chapman, Abraham, editor. Black Volces. Hew American Librevy, 1938.

Crawley, Richard. Lyric Poetry bv Afro-American Uriters. Supply lian-
agement, Maryland.

Cullen, Countie. On These I Stand. Harper, 1947. ($3.93)

Culver, Eloise. Great American Nearoes in Verse. Assoclated Publichers,
1966. ,

Davin, Charles and D. Walden, Editors. On Beinp Black. Fawcett Publications,
1970..

Dunbar, Paul Laurence. Completc Poems of Paul Laurence Dunbar. Dodd, 1940, 4.5°

Emanuel, James, Editor. Dark Symphony - tepro Literature in imerica.
The Free Press, 1968.

Hughes, Langston. The Dream leeper and Other Poems. Fropf, 1932. (42.78)

- The Sclected Poems of Lanwston Huzhes. Knoof, 1959,

and Arna Bonterps. The Poetry of the Negro, 19406-1943.
Doubleday, 1949. ($6.50)
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Johnson, James Weldon and J. R. Johnson. The Books of American Neero
Spiritvals. Viking, 1940

Mark, Miles. Nepro Songs and Spirituals.
Redding, Saunders, To Make a Poet Black.

Rollins, Charlemae, editor. Christman Gif. Follett, 1965.

Smith, Peter. Slave Sonpgs of the United States.

Sources of Records

The Archives of Folk Songs of the Library of Congress publirhes a catzlos

entitled Tolk Music. It is available from U. S. Covernment Prin:: g Office,

Washington, D. C. 20402 (404).

Folkway Records, (121 W 47th Street, New York) has a selection of Afro~
America; recordings ranging from the poetry of Langston Hughes to civil rights
documentaries to folk and freedom songs.

NCTE, 508 South Sixth Street, Champaign, Illinois also has a selection of

recordings of black literature selections.

Sources of Films

The Oakland California Schools System has produced a "Rusource Guide Jox
Teaching About Contributions of Minorities to American Culture" which listy
films.

These can provide films about minorities:

Brandon International Films, Western Cincma Guild, Inc.
244 Kearny Street

San Francisco, California

Teaching Film Custodians

25 West 43rd Street
New York

/00



1.

2.

3.

4.
3.
6.
7.
8.

9.

10.
11.
12.
13.

14.
15.
16.
17.

BEST CUPT AVRILAGLE
FOOTNOTES

David Baren, "Do You Dare. . .Negro Literature and the Disadvantaged Studea:,"
. Phi Delta Kapen (Hay, 196¢)

William F. Marguardt, “Empathy Through Literature Between Mainstream Cul<ure

Members and Disadvaitaged Learncrs From Minority Culture,’
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Black Literature in the Secondary School Short Storiés

Black literature can and should be an integral part of every high schoel
curriculum. The glack man has been denied his heritage for three hundred years.
Yet he has not suffered alone. The white man has also suffered because he is
unavare of the black experience. In an effort to rid the white man of his
stereotyped beliefs about blacks and to make the black wman aware of his cultural
heritage, thereby cnabling him to understand himself, it is essential that
black literature be integrated into the regular curriculum or a new curriculum
be developed which inculcates black literature. The school must address
itself to the task of bolstering the sclf~image of black pupils and adults in
order to ;vercome the psychological effects of centuries of discrimination.l
Litcrature can give us a closer inside feeling for what is going on in our
Negro culture.

White students will also benefit from a study of black literaturc. The
exposure of whites to black writings should help them understand the black's
position and should aid in the development of more harmony between the raccs.
then a child is dceply and honestly engaged in exploring his own and others
expericnees in words, both his “power over language" ana his own personal
grovwth are accelerated.3

It is clear that a fundameﬁtal task of the schools in stimulating academic
achievement in disadvantaged children is to provide the conditions necessary
for building in them positive images of themselves--tuilding in these children
a positive self-estecm to supplant the feeliugs of inferiority and sense of
hopelessness whick are supported by an all-to-pervesive pattern of social realities.“

The dzsadvantaged, like all other childten; are creative beings. There

are, however, certain characteristics of the disadvantaged that must be under-

stood by the teacher who works with then.
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Disadvantaged students gencrally have poor sclf-images which are attribuitable
to their environm?nt. The disadvantaged are usually from impoversihed homes
(slums, ghettoes), rural farms, and homes that are usually fatherless. The
disadvantaged child mustcbe made to feel that he is worthwhile. Encouraging

. disadvantaged students to play their hunches, ¢ guess, to take chances is an
important phase in helping them develop concepts.s

The disadvantaged also have very short attention spans. Therefore, the
subjuct matter which they are expected to interact should be highly imaginative
and creative. Larry Cuban in To Make a Differcnce: Teaching in_the Innex City
Schools,.p. 14 says that in workirg with the disadvantaged materials should
be people—centercd, concrete, and relevant. Ordinary textbooks work is of
little interest to the disadvantagci.6

Crades, like tcxtbooks, are also meaningloss to the disadvantaged. They
face daily life surroundcd by implications of foilures. Therefore, they feel
that a failing gradc is mercly another portion of thcir plight. [Iapers and
report cards marked "failure" reconfirm foclings of inferiority, reduce cffort,
and incrcase hostility to tecacher and school.“7

Disadvantaged students' thinking procecds from specific to gencral.8 The
disadvantaged nced concrete examples to which they can relate. The general
should be presented in terms of the spec:lf;lc.9 They may then be guided to
abstractions.

Another trait of the disadvantaged is a nced for involvement. The dis-
advantaged need to know thc what and th of their doing something. Because
they uant‘$casons for doing, the disadvantagced child should ncver be left out
of class planning and should never be kept in the dark about reasons for
assignments, for rcading, and for other plans of the class.

A sixth characteristic of the disadvantaged student is his need for varicd

J of-
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repetion of the subject matter to be-lenyned. These children can think; but
activity must be meaningful, and steps to arrive at a solution to a problem
need to be many ahd taken at a slow pace.”

As the disadvantaged child is different from the “average" student in a
school, so the teacher of the disadvantaged wmust zlse be different from the
“"average' teacher in her attitudes and mctho&s. The teacher of the disadvantaged
must be highly imaginative, concerned, patient, creative, tolerant, kind, and
loving. She must be flexible cnough to discard ineffective methods and improvise
methods that are. She must remind her studonts that there have nevar been any
other persons born with their capabilities, their environment, their eyes
looking Qbon a particular slice of l:lfe.12 She must provide a freedom in the
classroom.which impaits to cach student a feeling of velue. Teachers of the
disadvantaged must, above all, be themselves, for sincerity is vital here.13

Becausc disadvantaged children are concerncd with the reasons for their
activities and therefore nced to be involved in the planning of those activitics,
the tecacher of the disadvantaged should not be a person who dispenses her knowicdpe
on a subject for the length of a class period, but rather she should be & person
who serves as the path to discovery and learning. If the tcacher sees her
role as that of a guide for discovery and involvenment, rather than as a berevo-
lent overseer,...then the classroom will become mcaningful, delightful, end
rewarding.14

To make learning mcaningful, delightful, and rcwerding, the teacher of the
disadvantaged ncods an accessible varicty of methdos and materials. She could
uvtilize newspapers, magazines, and other publications which are not usually fcund
in the homes of thc disadvantaged. The disadvaﬁtaged particularly need visual
aids such as pictures of placcs, people, and vhings, and works of art to vhich
they may relate. Paintings, postors, models, mock-ups, collections, and oral

reports should be ¢ncouraged and received with warmth and praise.ls They need

ERIC /05"




BEST COPY AWLABLE

small group discussions, creative dramatics, choral speaking, and drills, such

as conversational dialogues, to aid their growth in all arcas. They should be
able to record an; then play their speech. They need to be read aloud to. Reading
stories aloud is a rccomnended practice for teaching poor readers.l6 Filws,

news broadeasts, and radio and television prqduct;ons should be used to pive
pupils understanding of human emotions and behavior pattcfns.17

There is, however, no one approach to teechin? the disadvantsged. The
tcacher of the disadvantaged must employ those techniques that have been most
successful in her classes. Each teacher must do hor own thing.

Adolescence is a time for secarching for identity, for warm relationships,
and for éhe meaning of organized life.ls Students may be helped in thelr scarch
for identity through the usc of literaturce. Literatue is liberating in the
sense that it helps to free us from the inherent shackles fastened upon us
by our soc:lcty.19 This is particularly true of the black child. The culturally
deprived child finds in fiction a large amount of thc general information that
he lacks.20 The black ciild in the South, for cxam:lc, can learn what it is
like to live in liarlem by reading "Every Man's Got to Pick lifs Own Time" by
élaude Brown. The white child by reading the samc selection can gain the semz
insight into the black c¢xperience. Literaturc through its dramatic impact cen
inculcate in the reader certain social and anthropological imsights which the
reader may not glean from reading sociology or anthropology tcxts.21

The short story lends itsclf to the needs of the disadvantaged bocausc
of its usually short length. Reading the short story gives the poorer reader
a sense o{‘accomplishment impossible for hin to have from reading longur forms.

The short story in its compactness, if it is rclivant to the needs of the
student, can present immédiate vicarious expericnces to which students usually

respond. Morcover, many facets of the short story--characterization, plot,

o  theme, mood, tone, point of view--may be effectively dcalt with in a sinple
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class period. If disadvantaged students can conclude an activity within a day
or a class period, then they usually have a firm sense of accomplishment.

«+.since short storics as a genre pose fower problems than other genres,
since the power and appeal of narratives tend to lcssen the pain of close
reading, young people will learn much about all forms of literature from studying
short stories.23 A worthwhile short story is.nlso adaptable at many levels.

The work of thc overvhelming majority of serious black writers is continuclly
rooted in some form of racial consciOusness.zé Therefore, short stories about
blacks are pertinent in filling the gap that exists between the races. The
black short story offers its reader insight into the black experience. It
allous others to know and fecl what the black men knows and feocls. The black
short story is invaluable in that it lets pecople know that they share many
common problems and idcas. In selecting black liturature, however, the teacher
should apply the same basic eriteria applied to works by non-black writers.

That which follows are dcscriptions of somz short stories by and/or about
blacks that arc workalle in an integrated classroom. Some works by non-black
writers were includcd because they offer valuable raeial insichts and contri-
butions from thae point of view of the majority.

"My Dear, Alphonsc" by Shirley Jackson would be an excellent story for
role-playinpg and would be useful in a discussion of stercotypes. It is the
story of a woman who is subconciously very biased.

AlZce Childress' humorous but meaningful "The Hcalth Card" covld also be
used to discuss stercotypes and prejudice. Its very short length would appeal
to the disadvantaged.

"The %est" by Angelica Gibbs 1s a story which deals somewhat subtly with
stereot;pcs: It is the story of a black girl who is trying for her driver's
licernse: a sccond time. "The Test" 1s an example of a story that would be

effertive for role playing.
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Langston Hughes' "“Thank You, Ma'm" has universal implications. The story
is about aboys' futile attempt to sna;ch a lady's handbag and the lesson he
learns as a result of his actioms.

Students should find Langston Nughes' Siumple tales very amusing and
provacative. These tales would be uscful in devel;éing critical thinking. The
Sinple tales iIs a scries of conversations and -anccdotes by and about a Harlem
Negro named Simple who delivers some pithy remarks on race rclations, jobs,
life down South, and his troubles with g:lrls.25

Arna Bontemps' “'A Summer Tragedy” like Hemingway's 401d Man at the Bridge"
is a story about scnior citizens who feel that life is no longer worth living.
A reading of this story would be useful in an activity on senior citizens. The
implications are ncither black nor white, but they are universal.

“Thc Lynching of Jube Benson" by W. E. B. PuBois rclates how blacks were
often lynched for crinmes of which they were ifanocent. The story of the death
of Emmet Tecll who was brutally murdered in Mississirpi because he whistled
at a white woman could be a concrete example for a frame of reference. This
gfory could also be uscd in a unit on dialects.

“The Boy Who Paintod Christ Black” ty John lHenrik Clarke and "One Friday
Morning' by Langston Hughes are vivid cxamples of the differcnces in relation~
ships that may rcsult because of the color of one's skin.

“"The Convert” also deals with relationships-~fathcr-to-son and black-to-
wvhite. So many black men have been treated as "boys" and have never really
beecn men in the eycs of the white. The protagecist in "The Convert" in order
to retain any seamblance of a relationship with his son, must discard his “toy
image" and Qe a man in the.full sense of the word.

Frank Yerby's "The Homecoming" exemplificd the degradation that black men,

.who have performed courazeous acts in scrvice to thelr country receive when

they * turn home. The idea 1s very pertinent today. There is much emphasis

O _today on the adjustment of black soldiers home from Vietnam,

E119
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“"Mama's Missionary Money" by Chester Himes is the story any boy who has
stolen money from his mother and used it to treat his friends.

Disadvantaged boys would particularly enjoy "The Last Spin.”" Although
gangs of the type described in the stery are not very prevalent in the South,
students could probatly relate some gang like activities in which they are
involved.

Dick Gregory's "taking It Big" and "A Choice of Love" and Sammy Davis'
yes I Can” prescent contemporary figures who have.achicved success. Since
these tvo men are frequently in the news students would probably find what
they have to say appcaling. They might also have some of their recordings
which could be used in class for insight into thcir professions. Since the
storiecs a;e from the men's autobiographies, students wight be enticed into
reading them.

The excerpt from John Hovard Griffin's Black Like Me should show whites

how it feels to walk in the shoes of a ?lack.

The more capable rcaders would protably enjoy a longer work ''Bright
and Morning Star" bty Richard Wright. "“Bright and Horning Star" is the story
of & mother who kills to save others, blacks and whites. It is a compelling
story that reveals much about the human condition.

Dianne Olivers' “The Neighbors™ relates the ambivalent emotions tlacks
experienccé when they were had to integrate all-white schools.

These are but a few of the many short storics that atound. Most of thom
are found in paperback form. Some of the roferences used for this paper and
that could be used to build a paperback library, which is recommended for the
disadvantaged follows.

Adaus, Wiliiam. Cons, Peter and Slepian, Barry.‘

Afro-Amcrican Litcraturc: Fiction. Boston
Houghton - Mifflin Company, 1970.

/07



BEST COPY AVAILABLE

Black, Millard M., Granite larvey, Lewis,Virpinia, and Stanchfield, Jo M.
Houghton-Mifflin Action Series. . Boston: Hcughton-ltifflin

Brooks, Charlotte K., general editor. Holt Impact Series Holt,
Rhinchart and Winston, Inc.

Chapman, Akraham, editor. Black Voieces. Newr York: New American Library, 196E.

Clarke, John Henrik, editor. American Nezro Short Stories. New York: Hill
and Wang, 1966.

Kinnick, B. Jo and Perry, Jessc. The Voices of Mon Literature Series.
California. Addison~Weslcy Publishing Company, 1969.

Olsen, James and Swinburne, Laurence. Crossroads. New York: Noble and Noble
Publishers, Inc. 1969.

In order to meet the needs of all its students, advantaged and disacvantaged,
the school must present for the benefit of all its students a poétrayal of
the black'experience. This can best be achicved through a study of tlack literature
which is a portrait of the black race.

Every man should have some foundation or root to which he can refer and
on which he may grow. The school must provide this foundation. After all, the
school is the primary agency of society to compensation for deprivation--~the

denial of basic needs.
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A PROGRAM FOR
THE CULTURALLY DIFFERENT

Before attempting to set up a program of reading for the disadvantaged
student, it would seem necessary to define the types of studeats who might
be classified in these terms. As with most educaéional terms, the experts
dc not appear to agree either on a definitioé of terms or even on what the
texrms rightfully should be. From “disadvantaged” to "deprived” to “aduca-
tionally slow" these terms change to suit the person discussing the problem
and/or offering solutions. As it would be impossible to list and analyze
these many varictics of terms in a brief paper, only a few of them will be
discuSSu& and only as they secm to apply to the studints who will be affected
by the following program.

To many the "disadvantaged student" is mercly a victim of poverty. Be-
cause of inadequate clothing, food and housing the student is automatically
disadvantaged. This is a limited viecwpoint and does mnot necessarily include
all the educationally disadvantaged.

On the other hand, Robert Havighurst defines the disadvantaged in tcrms
of what the child does not have in his carly home training. Onc of these
lacks is a family conversation which docs not cncourage him to ask questions;
which does not extend his vocabulary with words and with adverbs and adjec-
tives, and which does not give him the right to formulate his own point of
view. Other lacks include little or nv reading in the home, little or no
varicty in play materials, little or no reading aloud to the child, and
little or no intcrest in cducation. The home language of the disadvantaged
child is dbscribed as "restricted” by Havighurst. A home with these char-
acteristics will produce certain types of personal characteristics in the

child. These children do not dcvelop auditory and visual acuteness to the
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degree that children from homes which use an “alaborate language".l

For Frank Reisman the deprived éerson's attitude toward education is
basically pragmat{c as are most of the work ideas expressed by this type of
person. If it is not concrete, the deprived individual can see no use for
{t. Their learning ability is "motoric" or physical rather than symbolic.2

The definition of disadvantaged which séems best to f£it the educatior.al
problems of the day is that expressed by Suany Decker in AN EMPTY SPOON,

When offered a position at a school for "supersmart boys", Mrs. Decker turned
it down because "I'm a bigot when it comes to overindulged kids. They're

too wrapped up in that sequestered world of taneirs to understand much about
anything. In short, they're culturally deprived."3

Fantini and Weinstein sce the disadvantaged in a similar light. "The
meaning of disadvnataged must be broadined to include all those who are
blocked in any way from fulfilling their human potuntial."‘4

Perhaps the best descriptive term a tcacher might be inclined to use
when talking of studunts whose educational abilitics scemingly do not match

the potential which is believed to be there might be that of John Codwell,

Codwell's intcrest is the education of the CULTURALLY DIFFERENT.5 The oper~

ational word herc is, of course, DIFFERENT. Each of these students knows
mora abcut some aspect of life or living than the middle class oriented
teacher. Their culture is not lacking=--it is fully developed and sctves.its
function adequately. What the educator's problem scems to be is not chang-
ing that culture but using it to extend the student's outlook on life through
an extension of verbal abilities.

Any attempt to work with the culturally different should not be begun without
first realizing that there is a diffcrence in attitudes about life as scen
in the cultures of thesc students. James Herndon comments cn this difference
at length in THE WAY IT SPOZED TO BE. He describes vividly a scene in which
ERIC Z
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the daily allotment of paper for his students (not to exceed one plece at
a time) becomes a symbol to his studén:s.of their fear that society will
"forget” them. These students live from day to day, and their concern can
not extend past the actual moment. For these students there is not tomorrow.6
A wore detailed analysis of this cultural inability to see beyond the
"now” in tine will be found in the essay "Jhite People'’s Time, Colored People's
Time" by Jules Henry. Colored people's time can be extended to include the
time sense of all those people-who do mot function as mombers of a middle
class morality. Henry sces these students not as lacking intelligence ov
even sclf discipline. Thelr lack is even greater--they "lack the essential
stren,gh_gg_hgng."7 llenry goes further by stating the scemingly obvious truth
that "Tine, spéce and objucts cxist for us only whin we have hope."8 These
children who lack hope still have an overwhclming desire to live and their
scumingly "hedonistic" way of life refleces a "fight from death.”” In con-
clusion Henry states, "Very poor children need hope in order to achieve.
So do those who work with them, 10
Why attempt to teach the culturally different to read? If we must ask
ourselves this question, then we are not the ones to try to teach these
students. All people deserve to learn to read. Among the "rights" which
are inalienable should be added the "right to read." The rcasons are myriad
vhy these children nced to read even more than these who have facility in
reading. Among thesc recasons should be, first and forcmost, the need to
survive. Without thc ability to make choices.through recading, these youths
when they become adults can easily be victimized by less scrupulous and more
preparcd scquaintances. Another important reason should be found the néed
for enjoyment which many will not find within their present home situation.
These students should alsc be able to sce different life styles (not neces-

sarily bettcr) in thcir reading so they may see other paths that are avail-

ERIC able to them. One very importamt reason is the chance to see other youth
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meeting and coping with similar problems to their own. The student does not
have to agree with the protapgonist's heciSion; he nced only feel that another

has solved a problem "Why can't he?"

A CHANGE OF TECHNIQUES

The overwhelming concensus of opinion’aﬁbng cducators is that the neces-
sity for change in tochniques is essentialfin teaching the less able student
in the classroom. As we should begin whece they are and teke them to where.
they ought to be, we must first ascertain (through testing, observation and
consultation) where each of these students is and then (even more.difficult)
dotormine where they ought to be. We must remember when attempting to de-
cide where a student ought to be that middle class standards do not neces-
sarily apply.

Most prerts agree that the learning patterns of these students, due to
a home life which scems to produce this type of paitern, is that of a more
concrete nature. The ability to obstract is less apparent and certainly the
hearing and visual abilities have been impaircd because of less cmphasis on
using thesc senses. The sense of touch is more acute in these students as
4t is in their pareats. The ole cliche "learning by doing” fits these students
even more than it does the student of the middle class family. The reasons
for this are myriad and can be found in articles by Reisman, Fantini and
Weinstein, as well as many others.

Another problem in teaching these children is the exicstence of a sccond
language. Whether it is the urban or rural child whose home language is wnot
"gtandard”™) he will have a problem in learning tc rcad in a "foreign''language.
Joan Baratz has studied and pointed out differences in the pronunciation of
the lower class Nepro from that of the standard middlc class speaker of the

language.ll The same ¢an be said for many whites and legrocs of the rural
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South. The confusion which may result for the middle class speaker of the
language. '
Once the teacher has admitted that the existing program does not work
and, more important, that the methods used may well be at fault, the next
step should be an-attempt to adjust th: present curriculum to the non-standard
speaker vho is also a non-reader. Tha greatest difficulcy faced by the secon-
. dary tcacher of the culturally differont child is the self-defeating fact that
much of the damage has been done already by the oxisting programs in the lower
schools (vhich hopefully will also be changing) and this age lcvel has been
continually brow boaten with failure. To teach the “slow reader" who is
anyvhere. from two to five years below srade level to read is an enormous re=
sponsibility but onc which must be attcmpted.
Perhaps Daratz' suggestion for teaching the beginning reader who is also
a non-stanc1rd speaker of the language might be used at the sccondary level.
If this is not fecasible pur se, at least an adaption of this ideca might be
used. Baratz has supgestaed giving the students readers in their own dialect
as beginning rcaders. This techrique would be followed by transitiomal readers
after the student has mastered his own dialect. John L. George comments that
the student should be given "experience stories" which are copied as the
student tells them using the student's own dislect. After the child has
mastered the reading of these stories in his own dialect, he can procced to
the usc of standard rcaders.1? Even 1f the teacher does not use rcaders or
experience stories in the student's dialect, he must be awerc that vhen the
student rcads, "He_goin'" for "He is going” he has comprchended the state-
ment and yaced not (at least until he has become more sure of his reading
ability) be corrected. The transition to readinsg in standard English will
be easier once the student has experienced success in understanding what he
has read. Wilber Ames points out that when the transition is begun the

ERIC student's language should not be described as inferior vut only as differcat.
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Value judgements about a person’s language patterns Szem to attack the person
himself and set up resentment which will block that person's growth toward
standard English.13
One way the teacher might take advantage of the "Jearning by doing" aspect
of the learning patterns of the culturally differemt youth was described by
Deborah Elkins in "Teaching and Learning Strétegies for Disadvantaged Youth."
The unit tausht was one on “Hands". The students associated things cthat
could be donc with hands with emotions as well as actioms. They procecded
from there to the task of writing with their hands deseriptions of things
vhich could be done with the hands. As small grouns they checked cach others
papers and these werc compiled into a Sooklct which the students read aloud
to cach othcr. The stimulus for writing the papers came from many sourcces
{ncluding role playing, obscrvations about home 1ife, and discussion of things
to be done with the h:mds.l4
The idea of using the student's own writing to teach him to rcad has
been propounded by mony. David Holbrook, working with slow locarners wvho ware
also disadvantased, Shows that the use of class nowspapers as well as readers
wvritten by the class ( and corrected by the teacher) helps the student le2rn
to read becausc children are wore interested in other students than they
are in adults.ls Fantini ond Weinstcin's "hiptionary” (a dictionary of “hip"
terms and their formal definiticns) is another example of children's work which
helps promote reading ability {n the less able reades. The "hiptionmary" might
be useé for writin~ formal and informal essays as well us for games and exer-
cises.16 Plays may also be written and enacted by the students for other
students.' The students nead not follow a script.17
Charles Speigler's article, "If Only Dickens Had Written about Hot Rods,"

shows the crying need which the teacher must £1il1 by finding miterials that

are well written and reflect both the interest and the reading level of the
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student.1® Often the non-reaver is one who won't read, not one who can't
vasd. The teacher docs not read that which does not interest hin--why should
he expect the student to read SILAS MARNER or MOBY DICX? Fader's HOOKED Ci
BOOKS works along these same lines. When we discover what the student wants
to know, we must have the resources within us to find materizals which he will
want to read.

Along with the above promis must go the idea that the teacher's attitudes
and cxpectancies will influcnce the student to read or mot to read. This
was praphically illustrated by Charlotte Brooks in her article "Imservice
Education for Teachers of Disadvantaged Youth" in which she describes an in-
cicent in which a young girl was sent to amother tcacher because she did not
read. The girl, who was reading on the sccond grade level, picked wp a book
which the teacher felt was too hard for her. The girl procecded to show that
she could rcad. When askad why she could read the material, the girl respond-
ed, " I vouldn't read for that old weman. The books were dull, and she was
bor:lng."19 Hopcfully, a similar statement will not be made about us!

Perhaps ouc of the best methods of teaching these non-readers who can't
read (as opposecd to those who won't read) Zs to begin at the beginning with
the aural aspccts of lecarning. Many sociologists and educators comment, and
rightly, that the problems with, non~readers stem from many causcs among then
the lack of aural expericnces in the home. The older studer.t who comes to the
classroom as non-readcrs should first be bombarded with meaningful sound.

This would include reading aloud frequently and with feceling, thereby showing
that the written word can be moving. It would be advisable in many cases to
have the child follow aleng in his beok or from a mimcographed sheet so that
they can bogin to assoclate certain symbols with certainm sounds. Most of

the studonts will have had some successful vxpericnce with this. If they have

not, a different approach which will be discussed leter might be used. Th2
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use of the students' songs might make a useful learning situation. Have the
students' songs brought to school. énke or admit an inability to understand
the words. Have the class or the student to whom the record belongs tell
you the words and type them on stencils. Provide tha class with copiles for
reading or singing along as they follow the printed words.

Other aural-visual cxperiences which wicht anpeal to the student who
does not have the aural experiences of the muddle class stulnet night be wovies
whicih have a good deal of action, role playing and other dramatic attcmpts
by the student, vole playing by several adults, and perhaps pantomiming from
which the students will write and later read a dialogue.

The.less able student in reading often finds it difficult to express
himsclf in speaking. Extensive use of the tape recorder with these students
will increase the ability tc communicate orally, give them experiences in
listening, and ultimately help begin the transfer to reading and writinz. The
need for these studonts to express themsclves freely in a class situation can-
ot be overemphasized. Until they focl thot they are succeeding in somcthing
the lack of hope which is so much a part of their attitudes toward themselves
an! 1life will not bogin to dissolve. &hese aural-oral excercises'might alsc
help them sce that for once in their lives they have found an adult who respccts
their ideas as having worth; not one vho feels that children have nothing 2
say. This should also help their sclf image and awarcness of acceptable ways
of verbalizing.

One reading technique has little to do with the actual skills of reading--
the tecacher must remember that many words which the students sce on paper have
no concre%e meaning for him. With this understanding the use of field trips
to illustrate what the student is rcading can many times give the student
concepts which he may not already know. Another aspect of this seme teaching

technique could be bringing into class items which will be discussed in re-
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lation to a story. Pictures are also useful but ﬁot as informative as the
items which appeal to the scnse of téuch.. |

The continued cophasis on relevancy can not be over stated. The stéries
and books which will be given to the Students should be both casy to read and
relevant. The topics should be rclevant to the area from which the majority
of the readers come and the protagonists should be of an age group comparable
to the student. Paper backed books with pictures have the greatest appeal to
the non-readcr. An informative discussion of the types of literature which
appeals may bc found in Ethel Tincher's article “Helping Slow Learners Achieve
Success” in the Aprii, 1965 edition of the ENGLISH JOURNAL.

The .teacher must be aware the many words which he uses may kave no mcan~
ing for the student. An awarcness of facial expressions can be a key to the
student's understandins. If it scems apparent that the student does not under-
stand a word, irmediate definition can not only clerify the situvation but can
many times add to the student's vocabulary. The word and a class definition
should be printed on the board and perhaps added to a glossary compiled by che
student.

Comic books and comic strips cam be very effective means for tecaching the
less able reader. The studont can learn to rcad better along with gaininz
concepts of emotions and problems. Since “Poanuts,” “Bogo", and “L'il Abner"
comnunicate effectively with the students, it is the teacher's rasponsibility
te use them. Even the Classic scries of comic books has its place in modern
education.

For many of these students the newspaper itself can become & reading
gource. A unit orn the use of the newspaper with cmphasis on the practical
aspects will stimulate many Yeluctant readers. The student will readily
respond to the aspects of the paper which intcrests him and many slower readers

become fond of daily advice colummns, sports items and, of course, the comic strips.
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A newspaper unit might also be used to teach the less sophisticated aspects
of propaganda although the abstract 1deas‘are difficu’t for thesc students
to absorb. This aspect of reading instruction might be considered "reading
for living" or teaching reading for survival.

Many of these students find poetry and fairy tales gratifying. Many
discover the enjoyment of fairy tales (Herndon's students' love of "Cinderella,"
for examplz), become intrigued with proverbs and learn to love Edward Lear
and E. E. Milne.

Storics by and about Negroes have an appeal to many of these students.
This literature should be incorporated into the tcacher's ovn readin, program.
Many of'these selections appear in paper backed form and as such are more
appecaling.

The teaching of classics should not be avoided nor should it be limited
to comic book cxposure. Many of the classics con be taught although it is not
recommended that the student read the material hinceclf mor that teo long 2
period in a given day be used for this exccrcisc. When the more eble students
are reading the classics, these students should not feel left out. Reacding
aloud, tellinz what happons in some chapters, having groups enact scveral
scencs, as well as viewing movies (cven the Encyclopedia Britannica films)
give these students the feeling that they, too, have "read a book once."”

There are many rccent scries which may be used with these studcnts.

Among these are the Follett series which 1s beeun on about the seventh grade
level, the Holt, Rhinehart IMPACT serics which begins on fourth or fifth
grade level, and MAN series which is divided by types of literature, and nany
other papgr backed series. The VGICES scries by Ginn is hardbacked and is a
language arts text in one book, The Harcourt, Brace and World's mew COMPANION
serjes is arranged thematically and could easily bc used as a basic text.

All of those and many others arc available to the flexible tecacher who will

FRIC certainly not depend on the text for all learning situations.
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It should be remembered that the curriculum for the culturally different
student should be geared (as it shouid for all students) to his interests,
needs and abilities, perhaps, even more important, these students should be
exposed to several lessons within a class period because of their short atten-
tion span. Most of thc groundwork should be cxposure to hearing sitvations
and much cmphasis should be pliaced on the “doing" aspect of learning. Finally,
and probably most important, the teacher must instill confidence in his students=="
. « «g00d lcarncrs have confidnece in their ability to learm. . . .Good learners
tend to enjoy sclving problems."20 If the teacher helps the student develop his

confidence, the student shoulld begin to enjoy learning.
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TEACHING ADOLESCENT LITEBAIURE: THE NOVEL

The aims of a literature teacher are: to help students learn to enjoy
reading, to give them insiphts into themselves and others, and to learn to
appreciate literature as a work of art. Literature, as defined by Burton, is
“those genre which rafer to world of imagination, of fiction."! Adolescent
literature is llterature with adolezcents in mind and usually with adolescents
as the protaconists. This paper will emphasize only one aspect of adolescent
literature - the novel.

There are many adolescent novels available in paperback today. Many of
these are qualicy literature and can be used effectively in the classroom.

In order to do this, th: teacher must know something about the books - have a
wide range of reading - and know the students. Little knowledge of either will
result in the failure of the literaturc progranm.

There are several theorics about developiny litcrary growth. Margarot
Early sces growth of literary appreciation as three stages: unconscious c¢n-
joyment, self-consc;ous appreciation and conscious deligyht.

The first stage is mandatory. Some readers will never progress beyond
this stage. The recader knows he likes the bock, but does not know vhy.
(Reading skill is not important at this staie.)

Once a student begins to question the literature he has Just read, he
has begun the next stage of appreciation -~ self-conscious appreciation.. He
sccks motives for actions and locical development of characters.. He is con-
cerned with scarchinz for answers to universal questions: “Who am I? Why
am ) herez“ Literature is compared to life. In this stage the teacher parti-
cipates more by ﬁ;1p1n3 students understand the details that reveal character,
tone or mood. Tcachers must neither rush studeats nor have them parrot his

responses. Temporarvy pavioting of the critiecs is not harmful. If permanent,

the student will not progress to tha next stapge.
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In this stage -~ conscious ?elight -- the student enjoys literature, knows
vhy he enjoys it, and chooses wisely trustins his own judgment., He develeps
; sensitivity to mankind through his wide range of reading. At this point,
students no longer nced to be taught. All teachors strive to have their students
_teach this goal, but many students are not capable of doing so. In fact, many
adults do not reach this stage.z ¢

Robert Carlsen, anothéer authority on literature, has done research also
on the stages of rceading devilopment. Iiis differs from Early's in that it is
categorized by ages early adoleseence, middle adolescence and late adolescence.

In the early adoluscent (twelve to fourtcen years old) the primary reading
in:erest; will be in one or more of the followine arcas: adventure; mysteries
which center around mistaken identity, loss of important papers or theft of a
will; animals (Boys prcfur storics about primitive, savage beasts while cirls
prefer ones about animals dependent cn humans.); home and family-life storics;
supernatural; sports; zrowing up around the world; and broad, bold slapstick.
dcar the end of this period buys may become interested in science fiction and
2irls in vocational stories.

During middle adolescinc (fifteen = to - sixtecn years old) the 3reatest
intercst 1s in books about people like themselves, living lives similar to theirs.
The books best-liked by these adolescents are ones which reveal the inner life
of the character (s) involved.

Late adolescence bezins about seventeen. The young person is interested
in books which deal with the following: a search for personal values; social
valucs; the trensition from an adolescant to an adult; and a probing of man's

\
inner soul.

All adolescents do not fit this pattcrn exactly. Some warly adolescents
.

may be readin:; on a lovel with late adolescents or vice versa. However, many

©  students do read with their afe group so these guides are very valuable to the

/13-
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Just as there are levels of adolescent development, there are ateps in liter-
ature., The first step would be the comic books, the frankly senstional mag-
azina or books, jhvenile series, anéd adult sentimentalized romance and adventure
stories. These involve all eges of people. The next step would be the adolescent
novel. From this, one would prngress.to che‘serious adult novel. lNone of these
stages arc mandatory.

Of the above, the adolescent novel is most relevant to us. These books
shov adolescent 1life from the viewpoint of an adolescent. Also successful adoles-
cent storics are told in the first person rather than the objective third person.

Just like adult novels, adulescent novels mirror all parts of human 1lives.
All probiums are not solved but many choices are offered. The reader has a
chance to experience feelings and situations that he could not possibly exper-
ience in xeal 1ife because of the expense-emotionally and physically-to him.
Adolescont novels are a form of therapy. The student has a problem-either real
or imapginary-and can read aboﬁt people with similar problems. After reading, he
still 1s the cnly onc who knows about his perticular problem, but, hopefully,
he has a better understandiag of life.

Adolescents have not always been fortunate anough to have books written
for them. The first adolescent novels were written for adults, but adolescents
with no writers of their own just claimed these books for theméelves. Both

Huckleberry Finn and Little Women are examples of literary accidents.

tlovals written specifically for adolescents became widespread in the 1930's.
They were then called “junior novels.” Their main strength was and 1s an involve-
ment with personal problems.‘

In addition to beiny important im the personal development of the adoles-
cent, thes; novels are important as steppingstoucs or transitions in l‘terary
education. Once a student has masterced the junior novel, he probably will be

able to read and appreciate the sericus adult novel.

/30



BEST COPY AVAIABLE

The junior novel has earned its place as a literary form on the basis of
the accomplishments of some of its writers and alse because the dividing line
between junior no;els and adult novels is very slender. It would be false to
assume that a junior novel is "easier" or less mature than the adult novel.
Quality can be found in both.

A list of the most popular writers of adolescent literature has been com-
piled by noted librarians from various sections of the country. These writers
sre Betty Cavana, Rosamound DuJardin, Henry Felsen, Ann Emery, Mary Stolz,
Maureen Daly, James Summers, John Tunis, Amelia Walden, Robert Heinlein, Walter
Farley, Sally Benson and Jessica Lyon. "Three of these writers were selected

on the basis of only one title: Maurcen Daly with Scventeenth Summex, Sally

Banson with Junior !tiss and Walter Farley with one of his Black Stallion Storics.

All the other writers were chosen on basis of four or more selections. These
writers are concerncod with three general themes: love, family rcelationships,
and valucs."?
This confirms a survey made of 1244 students from fourteen to cighteen
years of agce in ncw York, Pennsylvania, and Ohio in 1955. Then, as now, the
five major categories of personal problems with adolescents were: understand-
ing himself, peer rclationships, family or home 1ife, preparing for adulthood,
and valucs and motives.6
.. order to profit from literaturc, studcnts must respond to literature.
“James Squire has indentifiecd five characteristics of adolescents wvho respond
perceptively to imaginative literature:
1) They recact with genuineness; they do not substitute the standards or
judgabnts of othurs - the teacher, critic, or other studancts -~ for thelr own.
2) Tﬂey suspend judgment until they have tested tentative interpretations.

3) They are willing to search for meanings.

4) They weight cvidence, judge dctails objectively, and maintain esthetic

distance. / 3/
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5) They fuse emotional and intellectual respomses; they are able to fespond

emotionally at the same time that they are concerned with the way in which

literary artists achieve their effects.

Squire's findings corroborate the much earlier oncs of I. A. Richards who
suggest certain factory which impede the literary experience:

1) Failure to mcke out the plain scnse of the selectionm.

2) Mislecading interpretations caused by a personal experience.

3) Dependence upon or use of stock responses (V'It was very true to life")

which may or may not indicate any real feeling about a salaction.

4) Seatinentality - the student cannot accept that unhappy ending, for

exa;ple. |

5) Inhibitions or hardness of heart - the student may simply lack sen-

sitivity to human suffering, for example.

6) ‘'boctrinal adhesions' - that is, the student is unable to overcome

the preconceived ideas ond *attitudes he brings to his reading. The

racist, for instance, may be blind to cverything else in a novel which
incidontally reveals some sympathy for maltreated legroes.” 7

Burton's opinion coincidcs with Richards'. Burton says the literary ex-
perienca results not in a change of attitudes but in an awvareness of diffcrent
solutions to problems. “Reseafch tends to indicate, for cxample, that the per-

son who considers the Jdcaro anthropologically inferior to the white will not

necessarily change his attitudes after reading Anna Bontemp's We lave Tomorrow

and may only deepen his prejudice by readinz Native Son. The hater of labor

unions will not necessarily take a morc sympathetic view after reading Jean

\
Gould's Sidney Hillman, Great American. People more open—-minded would possibly
8

modify their opinions considerably."
Dr. Rosenblatt seems to believe that studcnts who participate vicariously

in different ways of life will be aware of greater varicty im our American

Socicty and will thus sce society more rationally. The student after this /3R
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experience is more capable of evaluating ‘it. so she too agrees with Burton and

Squire.g

All student; may not respond to literature but all studeats can enjoy liter-
ature. The teacher is the key. Through her knowledre of books and her individual
students she can find something to interest all of them.

There are many ways to involve each student in a literature program. The
students can choose their own books. (A classroom library is indispensable.)
Allow some class time for reading this book. Individual reading usually insures
the student is enjoying literature because he is reading somothing of interaest
to him. Another advantage of individual rcading is the problem of the “naughty"
book wili diminish greatly and thgt the decision to rcad the book is an individual
one.lo

Croup reading could also be used. A sroup would choose a theme or a topic
and then select books from a list of ones on this topic. BDook lists of units

like this have been drawn up. Some are: The ilational Council of Teachers of

English's Uc Build Topether, the Wational Council for Social Studies's Social

Understanding: throueh Literature, Guide for Teachine the Laneuage Arts by Denver

teachers, and A ruidc for Instruction in the Language Arts by Minnesota teachcrs.n

Another form of reading would be common or class reading. There scems to
be unanimous agreemont on haviﬁg this. Opinions vary greatly on the amcunt.
At least one novel should bo read in common in cach prade seven through twelve.
Therce are three general criteria for choosing a novel to be rcad im common:

1) Thec novel should provide every student, regardless of ability,
with a profitable literary experience.

2) The work should be similar to other novels in reading problems
and demands. Avoid unique works for common study.

3) The novel gust have some natural affinity with youth, with
adolescents. !

After a student has read a book, the teacher has to help him understand the

O 1iteraturc and his responses to it., One method of doinz this would be dis-
o /33
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cqssion questions. There is a danger though of teachers asking only factual

qgestions. These shouid be the beginning not the end. Also discussions should

not be limited t; teacher-student. The student should feel at case enough in

closs to ask the teacher and fellow students questionms.

Gordon bclieves there are five levels of class discussion questions: that
which demands the ability (1) to remember a fact, (2) to prove a generaliza-
;ioﬁ that someone else has made, (3) to make cme's own generalization, (4) to
gencralize from the book to its application im 1lifc, (5) to carry over the
generalization into one's owm behavior.

The factual level is the lowest, most concrete., It requires remembering
wvhat the¥author said. Too often the teacher supplies an answer or generaliza-
tion. Students should be given a chance tog prove the acneralizations they are
give.

The second level requires them to £ind in the text material that will prove
the statemonts that are ¢iven. The imaginative reader can excel in this,

The third level requires students to make his own generalization about the
werk. lMc must interpret the book. "A sample question would be ‘'Vhy did the
author open the Yook the way he did?'" Since this question is complicatcd, it
night best b asked to the brighter student.

The fourth level requires the studunt to recognize the probelm in the took
as his problem or a problem he is acquainted with. "Exawplc - After reading the
trial and death of Socrates, ask, 'Would Socrates agrce with the Declaration
of indepcndenCe?'"

The last level involves studeats varryinz over into his bchavior what he
has lcarn;d from the book. Testing on this levél involves observation. He
purports t& believe in dicnity of manm, but how does he treat his fellow st:udentg?l3

All students will not be able to answer questicns on all these levels. Thz .

teacher can ask question to individuals he knous can answer them. The result
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will be that cach student feels successful from partictpating in the class
discussion,

Fillion also belicves in the importance of varying quustions. He divides
questions into “learning questions” and "teachinz questions.” The teacher
reaches a conclusion through 2 scrics of “learning questions.’ Then through
a series of "teaching questions" he attempts to guide the students.

The diffcerence between learning questions and teaching questions

may be put this way: the formur lead to answers the tcacher does not

know until he has puzzled them out, the latter to answers the teacher

alrcady knows but his students do not know, or do mot yct kunow thoy

know. The teachiny qucstions, then, are cssentially Seeratic, a 14

means not of discovering tho unknown but of communicating the known.

Teachers should quard against implying that there is always a risht aneser.
Sometimes students do not respond to questions because they feel the teacher
expects a certain answer. The students then try to 'gsuess™ what answer the
teacher is lookinsy for rather than give their own response to the literaturc.

The other extreme ~ that there are no richt answers - is Just as bad.
Student responsus, as statcd previously, may have very little comnection to the
literary work. The rcaction, in order to be a valid one, must bo based on tho
literature selection as a whole piece.ls

Questionninz the student is only one way of having students respond. It
is not always the best way. Certainly it should not be used exclusively to
obtain response to any piece of literature. Other ways which might prove more
successful, depending on fhe sclection, would be teacher-student conferenccs,
oral and written interpretations, role-playinz, film, and usc of puppets.

Some of these methods which hav§ proved to be very succcssful for individual
teachers w1l be discussed in detail below.

Ann Ackerman's reading program shows that literature can be enjorahle.
Together she and her students decided on a reading program taat would include

readinz periods, vocabulary study and a method of crading. Their plan desig-

nated Monday - Thursdya for reading with the first cight ninutes of these
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days devoted to vocabulary study of five werds a day. On Friday there would
be a short, lively quiz on the vocabulary. Then students would cxchance notes
and comments on the books thcy'had read. Each student kept a record of the
Yooks he recad. The evaluation of the students was over-whelmingly in favor
of the program.16 | '

Another successful reading profram was George Ehrenhaft's. After reading
a book, each student would write the title of the book and then his thouahts
about thu book on a card to be filed. Subsequent readers added their comments
about the book and also thuir opinion of previous reader's responses. Student
teacher canferences also took place frequently.17

One of the most effoctive methods of teaching literature is role-playine.
Faul McCalib would choose a situation from tho Book and let students act it out,
produvcing their own responses and outcomes vhich did not have to agree with
the book.

The responscs must be spontanious. Thosc who participate in rolc-playins
should not be aware of actual outcome in the book. Also, the individual parti-
cipants were given clucs.

After role-playing, the students were asked to writc for fiftcen minutes
giving their intcrprecation of.one of the characters. Then the tcacher asked
selected students in five-minute interviews why the student liked tlemain
character.

“Many high-school studants fec) self-conscious about this technique. llave
ready tw& situations with the first one primarily for oriemtation. Each suc-
cessive rele-playing session will result in a deeper, morc lasting understand-
ing of literature by the students."18

Joan Mager's role-playing technique was slightly different. In working

on the novel] Great Expectations, she tried to match cach student with a cliaracter

in the story. On appointed davs the students would be intervicwed by the class.
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These students would have to respond as the character they were portraying would.

To understand the characters mora fully, four or five chapters would be assigned

for overnight reahins. Since the interviews requircd the students to read so

intcnsivelf, the interviews were held only threc times a week. The other class
. time was used for film scries on the novel, for study questions and short tests.

The rcading assig..aents for the entire novel werc mimeographed and given out when

the unit was introducad. As students read, they were encouraged to write out

questions they wanted to ask the characters. Students were learning and enjoy-
inp learning;g

Lorrainc Goldman's literaturc program involved essay questions which re-
quired t;c students to evaluate the book (s) he had read. The students were
eiven a list of reccommended books and a specific number of books (depends on
class) to be read. If a student scems to be havin:; difficulty with a book,
the teacher migihit suzpest another one for him to read -~ a simpler one.

There is a deadline for book reviecws. After student has read the book,
he tells the teacher and ashs for his question. The question is single essay
one rcequirine him to evaluate the book and his response to it and life. The
only requircment for the paper is that the question be answered as thoroughly
as vossible, using material form the book whcenever feasible.

Variations of this would be to have students write and answer their oun
questions. Also, scveral students reading the same Look could answer the same
question. They were free to discuss the book among themselves but what they
thouzht and wrote must be their own.

then two books were very similar in theme or message, studonts were urged
to read b;Eh before answering the qucostion. Then in one essay thce student

could discuss both works and receive double credit, Suitable for this would

be Pomco and Julict and West Side Story, and the Time lfachinc and Brave ilew

World. 20
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These are only a few, successful literature programs. They are included to
serve as quidelines, not as required or nccessary programs. Some may be usod
with modifications. The success of any literature program lies within tho teacher

and her usc of her resources.

Her rescources = her students and her materials - are unlimitable. The task
is not an easy onc becausc each student is an individual with individual interosts
and expericnceas.

Then, too, many students have had unpleasant or unfavorable literary ex-—
pericnees. Some students have been given books they ware not ready for and
others hgve had to disscct books after rcading them. (Form and conteat cannot
be completely scparated.) Because of these experiences, some students have

never completely read a book, and some do not plan to.

However, all students can enjoy literaturc. Whether a bool is considercd
difficult or easy is not important as lonc as the subject matter is interestins

to the reader.

The tcacher is the key. With a iove of literature and en intercst in and
knowledga of adolescents and books, and a desire for adolesccnts to know (not know
about) literature, the teacher can have a most rewarding literature program

for the teacher and the students.
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'Reading Diagnosis bf a Project Secondary English Student
| Bealth Data
" Melvin appears to‘be a hea}thy young man for whoum pﬁysical fitness ic almost
. an obsession.’ A.student teased him‘last week by :elling him he would probably be
the youngest hypochondriac in history. This remark was in fun and was due to

'.thvin's having had to visit the -doctor during ‘school hours several times in the

past two or three months. |
First, Melvin broke a bone in this foot during a football game in October.

. Being unable to do the thing he likes hest. playing football, was very disappointing
to hin. The football injury was slow to heal, and before it had, Melvin's left eye
suddenly became badly inflamed. This condition caused him considerable pain, and
"he had to consult a doctor after the school nurse had examined the eye. I found
out that this is not the first trouble he had hed with this eye. Melvin said that
cnce before the nurse checked his eye and found a small lump beside it. Inflammation
then appeared, was treated, and eventally cleared up, the lump subsequently dis-
appcared. . .

. A severe hay fever condition plagues Melvin, e§pecially in fall and spring
mont£s. Since the weather has been cold, the attacks have been less frequent, but
in the carly fall last year, Melvin could hardly read or do any of his work because
of a dripping nose and watering eyes. Many days he é;led to study with a kleenex
in his hand at all times.

Prdbdbly the most significant notation on Melvin's permanent record card 1s
one that states that Helvin suffered from malnutrition from birth on through his

early school years. This observation was written by a teacher in the elenertary

. school Melvih attended. -

The following are auditory and visual tests that have been administed to

.+, Melvin and the results of these tests:

A Y.




Auditogz discrimination

- Missed none
Auditory acuity - " Hears well at close and far range
Auditory siemory . ; - . - performed fairly well; had some
) trouble with this test
. x | .V:lsual discrimination = . Adequate responses
Visual acuity . - 30)20_ vision *
Vigual memory ] - Cenerally good performance, better

_than auditory memory.
" I also tested Melvin to determine lateral dominance and found it to be xright.

Student's Personalitv

‘I have seldox;x encountered a more conscientious, vell-mannered, even-tempered,
X mature-acti‘hg. high school student then Melvin is. He is always in é pleasant
mood at achool, and he admits that he tries not let things worry him.

Melvin seems extremely secure and sure of himself in his relationships with
adults and students. In fact, he seem; to be unusually well-adjusted at school for
one with such a history of academic failure. .

" Making friends is no problem for H:elvin. He is well-liked by students, black
and white, and by‘an the teachcrs; He is one of the few students of whom I have
never heard any eriticism. Melvin has indicated on a sentence completion form that
he feels that people like him. lle also feels that pgople trust him because of

[ ] \

certain responsibilities he has been given.

Melvin has fallén in love since school started. In paragraphs he has written,
he has mentioned things about his girl. He once wrote that it's hard to keep others
from "messing with your girl.” X know that in at least one class his lt;ve life
seems to be affecting his school work because his girl friend is in the class with
. him. I cee\ him talkin3 to her between classes and at lunch time every chance he

ge.ts. ' : . ' . -.

. , The statement, "I can't stand to be fussed at,” appeared on the sentence com=

o pletion form. I am curious to know to what he is referring since at school there is

. S IS4 Lo




Lo T esTOP RNABE FR T
ouchhiittle evidence he needs to be "fussed at." ' ‘
When given-a choice, Melvin says that ﬁe wnuid prefer doing something with a
i group rather than'being alone;, yet he does at times enjoy being alone, even though
at home he seldom has the opportunity for 1it. ‘ . '
%t bothers Melvin immensely that he doesn't read well and doesn't remeq?er
m#terial that he should; “Ny mind wanders a lot," he says. One intense dislike
is having to read aloud without having had an opportunity to practice beforehandf

fle volunteers readily if he knows he can read certain material aloud.

Onc statement that shows and tells much about Melvin is this: "People say

I'm nice-looking; but I don't know."

.

s Yone Baékground
Melvin is black and is the oldest of six children, all of whom attend school.

These children live with their maternal grandmother; in fact, Melvin has lived
with her since he was six wonths old, ;né it is she whom he calls "Mama." His
pother and father are separated and have been for s;me time. The mother lives in
Charlotte, North Carolina, and the fath;r lives in Cheraw, in fact, not far from
Melvin., They don't see much of each other, though. Melvin has made comments

that indicate that he admires and loves his mother but has little feeling for his

father.

The fanily's socio-economic status would not be described as deprived because
. they do have a tclevisﬁon set, a record player, a radio, a telephone, and some
other conveniences in their home. Yet with six children and an estimated income
of §3,000 a year, they would certainly be classified as marginal. Any extra
conforts they enjoy are partly provided by the mother whe 1ives in Charlotte. Melvin
- does nmot have access to a car and must depend on his friends to take him places

and on his coaches to get him a way home after practice and gomes 1f- he gets stranded

. without & way home. . : .
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Although the rural area where he lives is some distance from school, Melvin
doesn't scem to mind since two of his best friends and teammates live very close

to'him. His pouse'is‘rather run down in appearance, according to one of the

coaches; and when this coach has taken him home on numerous occasions, Melvih

- has alvays insisted that he be put out at the road, not at his house.

Melvin has never been encouraged at home to read. There are few books, no
newspapers, and no magazines in the home; but Melvin does have access to a set

of encyclopedias. Melvin said that he was read to when we was small, but I

think that we was telling me this because he thought it was what I wanted to hear.

Many of the chores Melvin has to do are ordinarily considered "women's
vork," but since there is only one girl in the family, he must do these things.

Re helps to clean house, wash dishes, and cut wood plus several other duties.

. When Melvin has ball practice, .though, his younger brothers and sisters assume

his duties willingly because they look up to him and admire him so much.

Hobbics, Interests and Skills

Wanting to play college football always receives prioriky when Melvin is asked
about his hobbies and interests. He said that if he could have three wishes,

he'd wish for a way to play college football, not to have to g0 to the army, and

to keep his girl ~ in that order. Everything he is and wants to be revolves arounq'
a football career. In fact, he desperately wants to improve his reading so that

he can get into ccllege. This bothers me because I feel that it would be a rare
eftuation indeed if Melvin were to be accepted with his grades and other scores

so low. It would really be a crushing blow to Melvin if he were rejected.

Besides being a fine athlete, Melvin is a rathér good artist. He doesn't take

, art eeriousiy but he does enjoy his sketching. r)

Rock-and-roll music is Melvin's favorite type of music, and I've noticed that

'.he enjcys his English class especially on the days we have records to use. He
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enjoys watching and 1istening to musical groups on éelevision. However, his

favorite television prcgram is "Combat," mot exactly pmusical by nature. This

preference for war éetion carries through to books because he prefers reading

var stories when he reads for pieasure. He really enjoys sports storles, too.

. Any leisure time he has which doesn't involve athletic practices is spent

1 fting weights. He wants to be sure he is physically fit. Lately he has been

Q ‘mster. e,

S

trying to put on more weight, and according to one of the coaches, he is about
%o eat himself to death.”

School History

According to Melvin, his early academic problems and failures were due to the

N,
fact that he was much more interested in playing than learning. He said that
ne dida't want to stay still and din 't want to do anything "resembling work."

As a result, he failed the first grade and second grade. He is aware that he

got no foundation in reading and was simply passed on up to the mnext grade whether

he was prepared or not.

In the first and second grades his reading scores were usually "U"
(Unsatisfactory) and sometimes " +" (Needs improvement); by the time he was in

the third and fourth grades, he was being given ngh (gatisfactory) on reading,

dndicating average performance. Once again he was graded strictly when he reached

the sixth grade and received a "p" (Below average ~ barely passing). The wmostly

startling grade on Melvin's grade card was ome he received in the sixth grade -

en "A" (Excellent) on reading. The poorest grade he received in the sixth grade
wvas a C+ (Average), yet that same year he scored in the 2% tile on the Iowa Test

of Basic Skills! During the seventh grade his reading grades dropped back to "p's,

\ _ .
and this trend has continued throughout junior and senior high school.

Melvin's grades on other subjects besides reading have traditionally been in

the “C" to "D" range until this year. He did not make lower than "C+" for first
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Absences in the first four grades were.;xcessive. but school attendance is
no more a problem for Melvin. ‘He has missed my class only once this year, and
athat was because he had to visit an orthopedist for an examination of his 1njured
foot. After Melvin began to like school, after the fourth grude, his aQtendance
smproved tremendously. Im fact;-for tyo yearé'when he was in element&fy school,
he received perfect attendance awards, which he framed.
Melvin's comments, written and oral.. lways show a strong liking for school,

' but:there.is always the evidence that a great deal of his enthusiasm for school

stems from his keen interest in athletics.

Helvin‘p;efers biology and other sciences to any other subjects; he doesn't
care for English; he detests math. Sin;e he has been in high school, he has had
to attend summer shcool to make up a math unit he had not been able to earn during
regular session.

Interpretation of Reading Results

..‘ ) Mental Age : - - . 12.8 years
Chronological Age - 18.4 yéars
Reading Ex}ectancy Age - 14.6 years
Reading Age - - 7.2 ages
Reading Expectancy Quotient - 49

If 90 - 110 is the average REQ, the above REQ of 4% indicates Melvin is not

nearly reading up to expectancy and that he has a serious reading disability.

Independent Reading Level - 2nd grade
Instructional Reading Level - 4th grade .
. k Prustration Reading Level | - S5th-6th grades

Hblvin.w;s not indifferent about the reading tests he took. He very ouch
" . < wanted to perform well on them. He was usually quick to say that he was afraid he
hadn't done his best or'that he just couldn’t "get the words straight" that day.

. . rv4 8 .
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Summary of Diapnosis ' |

'Hglvin's most nogiceable oral reading ﬁifficulty 1s habitual repetitions.
These are usuglly one-word repetitions rather than phrase-repetitions. ?hey
nearly always occur just before he gets to a word ke doesn't know or isn't sure of.
Poor phrasing is another difficulty, but actually he phrases far better than I
would expect, taking into consi. ..tion how low his indepéndent reading level is.
p & did not detect any visual-perceptual difficulties except for an occasional

word substitution.

The most noticeable silent reading difficulty Melvin seems to have is pointing
his finger along the lines of woxds.

Melvin‘dépcnds almost entirely on phonics to attach words; seldom does he
usé context clues or structural analysis to aid him. ﬁe has little trouble with
4nitial and end sounds or words, but blends within the words are his stumbling
blocks. |

The paradoxical observation of Melvin's oral and silent reading skills is
that he has unusually good comprehension for one who reads so peorly. He quickly
epots main ideas and remembers details well. After having heard how poorly he
read some of the selections on the Gray test, I simply could not understand how
the boy could have the vaguest idea apout what he read; but“nevertheless, he did.

The two plusses Melvin's reading shows are a good basic sight vocabulary (he
knew 216 of 220 words).and good expression (he anticipates questions before he
arrives at the question maéks). Melvin's vocabulary is, however, severely limited

wvhen we go beyond the basic sight words. His meager background of experiences and

1inited range of information are causative factors.
\ ¢
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Melvin has always tried to do well for me, but there has been & noticeable

.
- o=

fmprovement in his work forx several other teachers. He seems more interested in
biology and family living assignments than he did eatly in the year. He still
has considerable trouble with the reading of textbooks for those courses, but hé
eagerly seeks help in determining words in these books.

Melvin's frequent sessi&ns during the second half of his lunch period have

dncreased his fluency {n reading, and he also has shown interest in reading some-

_ thing besides war or spofts stories. He has willingly appeared for these sessions

bec;use he thinks by doing 80, he will improve his reading well-enough to go to
college. This really worries me because I don't want him to "fall so far" due
to having aimed too high. 1 really don't know how to tell him in a kiad way that
his chances of not getting into college are far better than for getting in. Some
of shé coaches tell me that he could possibly get a scholarship to & small college
4f he performs outstandingly during his senior year. ' |
J cannot document the evidence that I see that makes me certain that Melvin's
reading ability has imprcved. For instance, he Aid quite poorly on this re~test,
I am sure. lle was most_distressed when he turned his paper in because even he
yealized how poorly he had done. I really can't sce re-testing Melvin this soon.
Being out for Christmas, missing sessions during exams, missing sessions for other
activities at lunch time periodicd;ly - all of these havg shortened the nurber of.
days I have had to work with him. I just can't feel thaé'the testing at this time
48 justified; in fact, 1'm sure it 45 more likely to have yYeen detrimental since
Melvin doesn’'t like to take tests very much, and this is the seventh test he has
becn subjeqted to since the beginning of this school gession! He will have to be

re~-tested for Title I purposes in May, also.
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In conclusion, I «ould like to point out that I will continue to give Melvin.

individualized instruction. I'm certain that I coulda't have chosen a more

[

deserving nor’ a more teceptive project student. One c;f the most important re-
" sults of having worked with Melvin so closely is that I have gained much :l.nsight
into how to work with other students with teac!ing disability problems. For this.

I am grateful.
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Definition from THE DEVIL’S DICTIONARY
HFLL, revisited .

Boxe, n.
A person

wvho

whenyouwishhimto

LISTEM!!MY

Sue Cochran
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Journey

. Catawba seven

Rock Hill fourtecen straipht ahead
Van tych ore cipht

014 Waxhaw Church one left

Catawba four

Roclk: Rill eleven straight ahcad
Ashe Brick Corpany one right

Bowater Tirlter Corporation one left

Catewba three

Pock Hill ten straipht ahead
We glory in the cross a tree
Catawba Piver a crossing

Catawbs two

Fock l1ll nine straight ahead
Catavba Indian
Peservation right
Esso Fumble |
Bappy otoring! left
Rock N1l
City limits Arrived?
\ Anna Hallman

Roadsigns - SCS to Rock Eill

15 4




BEST COPY AVAILABLE

Hinner

The Tom Roby
Explode 11
June, 2nd
1971
Smith Bowman Cuner
Charlie Cushman traincr
New course record

Delaware Park

Olive Yackey
Words written on photopraph of prizec
winning horse sent to us from CC




BEST COPY AVAILABLE

Appendix F

15 6




- BEST COPY AVAMABLE

At-ten-sghun:

Sharp commands echo. . .echo. . .ccho
Across the drill field

Marching fect beat. . Jbeat. . beat

A tatoo

Across the ground

Another ordcr sounds. . .sounds. . .sounds
From the sergeant

Dozens of rifles Stle-iF

In unison:

Dismounted drill.

Q. Davis
U. S. Aroy Training Center
Cyclebook Fort Jackson




SEST CuiY AUAILABLE
FOUND POETRY
OF
PROJECT SECONDARY ENGLISH

Compiled for
Dr. Stephen Dunning
June 18, 1971
Rock Hill, S. C.

Poem "Reaction" by D. Hood, Soul on Ice, p. 104

Poem "RAIN" by Jeanette Bryant, The Innocent Wayfaring, p. 119

"THE JUNGLE" by Kathryn Sherrill, Pale Horse, Pale Rider by Katherine Anne
Porter

"GONE" by Mary Elyn Carroll, The Chosen by Chaim Potok

"Enigma' by Maryann W. Pugh, The Chosen, Chaim Potok, p. 157

"In Front" by Betty H. Hodges, The Cool World by Warren Miller

"Captured Newsmen'" by Betty Webber, AP News Release

"FALACY" by S. Cochran, "A Young Person's Guide to the Grading System" from
The Student as Nigger by Terry Farber, p. 69

Article "The Relevance of Adolescent Literature" by Geraldine E. LaRocque
which appeared in October 1969 English Record. Omitted due to
reproducibility.




